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ABSTRACT  
 
Mindfulness practices are increasingly being implemented in schools across the United 
States. Due to the relatively nascent nature of the research on the impact of mindfulness 
on youth, it is critical to gain a deeper understanding of how mindfulness interventions 
work. Further, there is scant research on the implementation and sustainability of school 
mindfulness programs. This deficit in our knowledge makes it difficult to understand the 
process of bringing mindfulness programs into schools, preventing researchers and 
practitioners from ascertaining how implementation affects outcomes. This qualitative 
study is comprised of two case studies that explore the goals, successes, and challenges of 
implementing school mindfulness programs. The first case features a non-profit 
organization that provides mindfulness programming to school districts; the second 
focuses on the perspectives of administrators, teachers, guidance counselors, and mental 
health professionals from a school district that has employed mindfulness practices for 
over a decade. Findings suggest that implementing mindfulness practices in schools is a 
complex process involving multiple stakeholders, significant planning, staff training, and 
noteworthy challenges, such as the lack of clarity when defining program goals.    
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Chapter I: Introduction 
 
For centuries, there has been extensive philosophical discussion about the purpose 
of an education. The roles that K-12 district and school administrators, educators, and 
other key staff play in fulfilling that mission is often debated. In the present-day K-12 
landscape, the pendulum of responsibility swings from focusing on curricula, academic 
standards, and assessments (e.g., No Child Left Behind, Common Core) to focusing on 
reforms and interventions designed to nurture student wellness – physical, psychological, 
social, and emotional (e.g., health education, Social Emotional Learning). Schools, 
families, and other community organizations often have overlapping responsibilities 
when it comes to promoting the wellbeing of children and adolescents.  
For the past twenty years, schools have been implementing evidence-based 
interventions (EBIs) that aim to translate empirically effective research into practice 
(Kratochwill & Shernoff, 2003). From tackling childhood obesity (Story, Kaphingst & 
French, 2006; Pyle et al., 2006) to anti-bullying efforts (Ferguson, Miguel, Kilburn Jr, & 
Sanchez, 2007) to social-emotional programming (Greenberg et al., 2003), districts are 
assuming increasing responsibility for addressing sensitive and complex aspects of 
students’ lives.  
School districts often implement evidence- or school-based interventions in broad, 
haphazard ways, sometimes impacting thousands of students, without a true 
understanding of the conditions that are required for successful implementation. The field 
of implementation science, which originated as a discipline in the mid-1970s, has created 
frameworks to help foster successful implementations of programs in varying contexts, 
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including education. According to the research on implementation, even the most 
beneficial intervention or innovation can be poorly implemented, particularly if there is a 
lack of detailed information about preceding implementations in other settings (Durlak & 
DuPre, 2008). It may be the case that the failure of an intervention in a particular setting 
is attributable to poor implementation, rather than a result of the efficacy of the 
intervention itself. Even studies on long-standing, high-visibility programming, such as 
Social Emotional Learning (SEL), often fail to report on implementation. This lack of 
information is problematic, because having accounts of implementations can increase the 
likelihood of successful replication of desired outcomes or aid in the generation of 
agreed-upon best practices (Durlak, Weissberg, Dymnicki, Taylor, & Schellinger, 2011).  
An interesting example of this is Social Emotional Learning (SEL). Present in 
schools since the 1990s, SEL attempts to develop five competencies in students: self-
awareness, self-management, social awareness, relationship skills, and responsible 
decision-making. According to its overseeing body, the Collaborative for Academic, 
Social, and Emotional Learning (CASEL), SEL can be defined as:  
The process through which children and adults acquire and effectively apply the 
knowledge, attitudes, and skills necessary to understand and manage emotions, set 
and achieve positive goals, feel and show empathy for others, establish and 
maintain positive relationships, and make responsible decisions (2015).1  
The literature on SEL implementation describes the criticality of the quality of the 
implementation for predicting the success of SEL initiatives (Durlak et al., 2011). Despite 
                                               
1 Further information about SEL programming will be presented in Chapter 2.  
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the wide reach of SEL programming across the United States, we still lack vital 
information about how SEL programs are best implemented and sustained over time.  
Most recently, SEL has expanded its framework to include the implementation of 
mindfulness practices. Mindfulness has emerged as another school-based intervention 
that aims to target the wellbeing of students (and, in some cases, staff). In addition to its 
integration with established SEL programming, mindfulness is most often implemented 
as a stand-alone intervention. The presence of mindfulness in school districts is 
expanding across the country, despite a relative paucity of research regarding the efficacy 
of youth mindfulness interventions. Perhaps more importantly, there is scant empirical 
data about the implementation and sustainability of mindfulness programs in K-12 
schools from the perspectives of those who are on the front lines – administrators, 
teachers, guidance counselors, and school psychologists; this dissertation is an attempt to 
uncover such perspectives.  
In terms of the implementation and sustainability of school-based initiatives, 
mindfulness presents a special and timely case worth exploring. Mindfulness, though 
now “mainstream,” is decidedly complex in terms of its history, applications, and its 
perceived goals and benefits. In response to the proliferation of mindfulness programs in 
schools, it is important to turn a critical eye toward the ways in which schools are 
implementing (and potentially sustaining) mindfulness programs or initiatives.  
Context  
In recent years – and more specifically, in recent months – there has been an 
explosion of interest in the topic of mindfulness – in scholarly research, via a multitude of 
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media outlets (social and “traditional”), and in the personal and professional lives of 
millions of people around the world. Jon Kabat-Zinn (1994/2009), mindfulness 
researcher, practitioner, professor of Medicine Emeritus, and creator of the well-known 
Stress Reduction Clinic at the University of Massachusetts Medical School defines 
mindfulness as “paying attention in a particular way: on purpose, in the present moment, 
and nonjudgmentally” (p. 3). It should be noted that Kabat-Zinn’s work, while popular, 
focuses primarily on clinical populations and aspects of physical and mental health. (Jon 
Kabat-Zinn is known for establishing Mindfulness-Based Stress Reduction – MBSR; this 
particular type of intervention will be discussed in more detail in Chapter 2.) While 
Kabat-Zinn’s (1994/2009) definition of mindfulness has been widely accepted by 
scholars across disciplines, there are additional conceptualizations of mindfulness. 
Bishop et al. (2004) present an operational definition of mindfulness; Rapgay and 
Bystrisky (2009) offer an extensive discussion of “classical” versus “modern” 
mindfulness, which challenges Kabat-Zinn’s (and, to some degree, Bishop et al.’s) 
definitions. Despite varied descriptions and conceptualizations of mindfulness, I chose to 
focus on Kabat-Zinn’s (1994/2009) definition in this study, as it is the definition that is 
most widely used by mindfulness program providers and those working in school 
districts.  
The heightened attention that mindfulness is receiving may be due, in part, to 
prolific research on the utility of mindfulness in various contexts, particularly as it 
pertains to adults; we know far less about the effects of mindfulness interventions on 
children and adolescents (Zoogman, Goldberg, Hoyt & Miller, 2014), though preliminary 
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evidence suggests positive effects (Biegel, Brown, Shapiro & Schubert, 2009; Bluth, 
Roberson & Gaylord, 2015; Bogels, Hoogstad, van Dun, de Schulter & Restifo, 2008; 
Flook, Goldberg, Pinger & Davidson, 2014; Huppert & Johnson, 2010; Kerrigan et al., 
2011; Kuyken et al., 2013; Mendelson et al., 2010; Semple, Lee, Rosa & Miller, 2009; 
Vickery & Dorjee, 2016).  
Before describing the purpose and design of this dissertation in detail, it is 
necessary to briefly explore the following: 1) the definition of mindfulness and its 
history, 2) a description of the goals of mindfulness, 3) examples of mindfulness 
practices for adults, and 4) examples of mindfulness exercises used in schools. There will 
also be a preview of the literature on mindfulness interventions for adults as well as 
interventions for children and adolescents. Some of the language in the following 
paragraphs may sound therapeutic in nature, which should not be surprising, given that 
mindfulness is increasingly being used as a (supplemental or stand-alone) therapeutic 
intervention and technique (Biegel et al., 2009; Bogels et al., 2008; Kuyken et al., 2008; 
Kuyken et al., 2013; Semple et al., 2009). All of the concepts and ideas that follow are 
adapted from scholarly articles and frequently cited books about mindfulness and do not 
represent my personal thoughts or ideas. 
Definitions and History  
Mindfulness originated over 2,500 years ago from Buddhist philosophy, based on 
the ideas of Siddhārtha Gautama (or Gautama Buddha), modernly recognized as “The 
Buddha.” When The Buddha first shared his recommendations for living a life free of 
suffering, Buddhism was not an established religion. In fact, in his time, The Buddha was 
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considered to be more of a scientist than a religious figure (Kabat-Zinn, 2003). 
Buddhism, like all faiths, is complex and has a long, rich history; it is outside of the scope 
of this study to go into exacting detail about its many variations and components: 
“Buddhism exhibits great diversity in its philosophies, meditation techniques, 
institutional structures, political roles, cultural expressions and numerous other features” 
(Dunne, 2013, p. 71). However, it is important to have a foundational understanding of 
the history of mindfulness – first, to gain a deeper understanding of basic concepts, and 
second, because the secularization of mindfulness is an important component of 
mindfulness practices in schools. 
Though it has been secularized for most of its Western applications, there remains 
a great deal of tension in light of the shifting focus and forms of mindfulness, particularly 
in the eyes of those who study the Buddhist tradition: “Buddhist meditation has been 
lifted from its traditional setting in Buddhist doctrine and faith and transplanted in a 
secularized culture bent on pragmatic results” (Bodhi, 2013, p. 35). Even Jon Kabat-Zinn, 
who is largely responsible for initially introducing a secularized application of 
mindfulness (MBSR) to the United States, ponders the philosophical implications of the 
shift: “Is there potential for something priceless to be lost through secular applications of 
aspects of a larger culture [Buddhism] which has had a long and venerable, dare we say 
sacred tradition of its own?” (Williams & Kabat-Zinn, 2013, p. 4). Secularized 
mindfulness has even been referred to as a new field that is a result of the “confluence of 
two powerful and potentially synergistic epistemologies [science and contemplative 
disciplines]” (Williams & Kabat-Zinn, 2013, p.1). To demonstrate how significantly 
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some scholars feel mindfulness has transformed through its assimilation into modern 
culture, Dunne (2013) states, “The tradition [Buddhism] could no longer rely on the 
mainstream to provide a context for a contrarian practice, because that contrarian practice 
had become an institutionalized mainstream” (p. 86).  
The history of mindfulness and its definition(s) are inextricable – and the source 
of great debate. One Buddhist scholar writes, “The word ‘mindfulness’ itself is so vague 
and elastic that it serves almost as a cipher into which we can read virtually anything we 
want” (Bodhi, 2013, p. 22). Some researchers are adamant that it is necessary to 
understand, in detail, how mindfulness is rooted in Buddhism in order to be able to fully 
grasp, or appreciate, its modern implications and applications – or, as Rapgay and 
Bystrisky (2009) state, “in order to authentically determine the efficacy of these 
[mindfulness] methods and techniques” (p. 151). To the authors’ point, how can we 
determine, let alone declare, if a given mindfulness practice or program is effective if we 
lack the fundamental understanding of the concepts that underlie what we are aiming to 
measure?  
One of the most challenging aspects of discussing the research on mindfulness is 
the lack of an agreed-upon operational definition (Rapgay & Bystrisky, 2009). Although 
Kabat-Zinn’s (1994/2009) definition is frequently cited, Rapgay and Bystrisky (2009) 
point out that definitions stemming from Kabat-Zinn’s (1994/2009) work typically do not 
account for the many other terms and states associated with mindfulness, including 
attention and awareness, which also lack their own operationalized definitions (p. 148).  
The difficulty defining mindfulness could be due, in part, to the varying ways in 
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which mindfulness is currently being applied in modern culture, particularly in the United 
States. Mindfulness is a very complex concept that people conceive of in different ways. 
First, one should consider mindfulness as a “brand” that is fueling the $1.1 billion-dollar 
mindfulness industry. Then, there’s mindfulness as a tool – something that is useful and 
helpful, but not a panacea. Additionally, mindfulness can also be considered a higher-
order cognitive concept with spiritual undertones. It is clear that these divergent 
conceptions of mindfulness make it difficult to extract its meaning.  
While the newest mindfulness practices are built on the foundation of MBSR, 
practitioners of these new methods “very rapidly began to redefine mindfulness by 
simply taking the basic features of mindfulness and disregarding some of the more 
comprehensive features that are described in MBSR” (Rapgay & Bystrisky, 2009, p. 
149). The idea behind this picking and choosing is an effort to make the practice of 
mindfulness more “accessible,” which is evidenced by many mindfulness programs that 
do not place emphasis on more rigorous mindfulness foundations, such as sitting 
meditation.   
If we deconstruct Kabat-Zinn’s (1994/2009) definition, the words “paying 
attention” are first and foremost; this is the most critical element of mindfulness practice 
that arises in much of the literature (to be discussed in further detail in Chapter 2). 
“Awareness,” though not included in Kabat-Zinn’s definition, is often paired with 
attention, or even used interchangeably, which, Rapgay and Bystrisky (2009) contend, is 
impossible: “Perceptual and cognitive regulation involves the repeated switching between 
attention and introspective awareness experiences” (p. 157). Referring to “bare attention” 
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and awareness, Bodhi (2013) states that equating the two “conflates two mental functions 
that, in classical Buddhist accounts of cognition, are regarded as distinct” (p. 28).  
 It should be noted that this particular way of paying attention is accompanied by 
an intention, which leads to the next concept. The phrase “on purpose” means that those 
who are practicing mindfulness are acting with an elevated degree of metacognition; they 
are consciously aware of their efforts to pay attention (Bishop et al., 2004; Kabat-Zinn, 
2003). “The present moment” is a concept that is repeatedly referenced in scholarly 
literature, in popular books on mindfulness, and in the media; it is often referred to in 
terms of “being present,” which means attending to one’s current experience, rather than 
ruminating about the past or getting caught up in thoughts about the future (Bishop et al., 
2004). To engage in these processes “non-judgmentally” is a response to the notion that it 
is quite common to label experiences, emotions, people (including groups of people), and 
events as inherently “good” or “bad” based on prior experience and personal preference 
(Bishop et al., 2004). To be non-judgmental, the goal is to “drop” those preconceived 
assessments and simply notice what is going on in the mind without attaching labels. For 
example, instead of having the thought “I am an anxious person,” one might reframe the 
thought and say “I am feeling anxious right now.” And, in turn, one would not make an 
effort to ameliorate that anxiety; rather, the unpleasant feeling would be accepted 
(without judgment). 
Other scholars contend that it is not possible to be cognitively non-judgmental 
(Bodhi, 2013; Dreyfus, 2013; Rapgay & Bystrisky, 2009), nor can it lead to any profound 
transformation that modern mindfulness often declares is possible: “Non-judgmental 
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awareness does not possess mechanisms to change deeply entrenched thoughts, feelings, 
and behavior even though such an awareness may provide some relief” (Rapgay & 
Bystrisky, 2009, p. 158). Bodhi (2013) agrees, denouncing the “problematic, common 
interpretation of mindfulness as a type of awareness intrinsically devoid of 
discrimination, evaluation and judgment” (Bodhi, 2013, p. 26). Dreyfus (2013) even 
contends that classical mindfulness, by definition, “must be explicitly cognitive and 
evaluative” (p. 45)   
Goals of Mindfulness 
One of the difficulties inherent in studying mindfulness interventions are the 
many conceptions of what constitutes a goal of mindfulness. When discussing goals, 
particularly in light of the history of mindfulness, it is helpful to contrast “classical” and 
“modern” mindfulness. According to Rapgay and Bystrisky (2009), the purpose of 
classical mindfulness “in a very broad sense, is similar to cognitive therapy, which is to 
identify maladaptive experiences in order to replace them with adaptive ones” (p. 160). 
This concept is significant, in part, because of the many applications of mindfulness in 
therapeutic settings. The focus, in this case, is on recognizing thoughts: “Mindfulness 
helps to increase awareness of the habitual patterns of preoccupation with mental 
content” (Rapgay & Bystrisky, 2009, p. 156).  
Table 1 and Figure 1 (below) depict the contrast between classical and modern 
conceptions of mindfulness. These distinctions are not trivial features of mindfulness; 
they represent entirely different ways of thinking about what mindfulness is, and, 
therefore, how it should be practiced. 
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Table 1. Differences between modern versions and classical mindfulness 
Adapted from "Classical Mindfulness: An Introduction to Its Theory and Practice for Clinical 
Application," by L. Rapgay and A. Bystrisky, 2009, Longevity, Regeneration, and Optimal 
Health: Annals of the New York Academy of Sciences, vol. 1172, p. 150.  
 
 
  
Classical Mindfulness Modern Versions 
• Attention and introspective awareness are 
key defining features 
• Goal-oriented 
• Process and phase-oriented  
• Perceptual in nature  
• Attention and acceptance are key defining 
features 
• Without goals 
• Not phase- and process-oriented  
• Cognitive in nature  
• Present, past and future experiences 
• Attention and awareness training-based  
• Attention and awareness are differentiated 
states 
• Present moment experiences 
• Not necessarily training-based 
• Attention and awareness are not 
differentiated states  
Active awareness Non-reactive awareness 
• Simultaneous application of attention and 
awareness 
• Sequential application of attention and 
awareness 
• Mindfulness is free of preconceptions such 
as values 
• No affective processes  
• Mindfulness is value-based, such as active 
acceptance 
• Affective processing  
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Figure 1. Classical mindfulness and its six functions 
Retrieved from: http://onlinelibrary.wiley.com.ezproxy.bu.edu/doi/10.1111/j.1749-6632.2009.04405.x/full 
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A key difference between classical and modern mindfulness relates to affective 
processing, in other words, the cultivation of compassion, empathy, kindness, etc. 
Mindfulness intervention curricula often include affective components, though Rapgay 
and Bystrisky (2009) contend that “Affect is regarded as a primal state that is explored 
only after one has developed skills in mindfulness and concentration practices. Using 
mindfulness to experience powerful emotions is contraindicated since doing so would 
prevent sustaining attention” (p. 160).  
In modern applications of mindfulness, many people believe that the central goal 
is to become calm and relaxed, and while though those are often secondary benefits of 
practicing mindfulness, the purpose is not to attempt to ward off negative feelings or 
uncomfortable circumstances (Bishop et al., 2004; Kabat-Zinn, 2003; Rechtschaffen, 
2014, p. 60, Semple et al., 2009). The true aim of mindfulness is to become keenly aware 
of one’s thoughts, emotions, and behaviors by focusing attention on what’s happening in 
one’s body, mind, and heart, with the ultimate goal to reduce suffering, regardless of how 
unpleasant some thoughts and emotions may be (Bishop et al., 2004).  As the data 
reveals, this concept of being “with” one’s quiet thoughts and feelings becomes important 
when discussing children, trauma, and the discomfort of silence.  
Ways to Cultivate Mindfulness for Adults   
It is worth noting that many researchers and mindfulness practitioners deliberately 
use the word “practice” when describing the act of being mindful; cultivating 
mindfulness requires time, dedication, and effort. Mindfulness is akin to building and 
flexing a muscle; it is something one can consistently practice, both formally (i.e., 
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through meditation) or informally (e.g., by being aware of one’s thoughts, feelings and 
emotions throughout the day). The capacity to become more mindful grows stronger with 
intention, effort, and practice, though studies have reported varying levels of experience 
and duration of meditation as being effective (Biegel et al., 2009; Chambers, Lo & Allen, 
2008; Huppert & Johnson, 2010; Kuyken et al., 2013; Mrazek, Franklin, Phillips, Baird 
& Schooler, 2013; Vickery & Dorjee, 2016; Zeidan, Johnson, Diamond, David & 
Goolkasian, 2010). How does one develop mindfulness? The following is a description 
provided by Rapgay and Bystrisky (2009):  
Classically, the training primarily involves sustained bare attention on the breath 
while peripherally being aware of the body as one breathes in and out…Attention 
and awareness is engaged simultaneously, with attention in the foreground and 
awareness fading somewhere into the background, which clearly requires 
extensive training (pp. 154-155). 
From the modern mindfulness perspective with regard to adults, the process is 
very similar to its classical precursor: the most common way to develop mindfulness is 
through mindfulness meditation (MM) (Kabat-Zinn, 2003; Kabat-Zinn, 2005). Though 
the “dosage” varies widely, MM is often practiced once or twice per day, for 20-40 
minutes per session (typically in the morning and/or evening, though it is not necessary to 
limit practice to a particular time of day, nor are there any stringent time restrictions – in 
other words, there is not empirical consensus on the “right” dosage). While “formal” MM 
is considered essential to nurturing mindfulness, it is often not an enforced element of 
many modern mindfulness programs. According to Rapgay and Bystrisky (2009), “One 
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of the key defining features of modern mindfulness is that formal training is not 
necessary as mindfulness is ‘a function of daily life’” (p. 150). When the authors speak of 
mindfulness as being a “function of daily life,” they’re referencing what most 
mindfulness programs introduce as “informal” mindfulness practice. Some informal 
practices include mindful listening, i.e., paying close attention to what another person is 
saying without getting caught up in unrelated thoughts or thinking about a response. 
Other techniques used to cultivate mindfulness include close observation of automatic 
reactions to certain situations, particularly emotionally charged events, which provide 
opportunities to re-calibrate before acting with automatic patterns.  
A Preview of the Literature – Adults   
Mindfulness-based interventions (MBIs) have been studied in medicine, mental 
health, neuroscience, business, education, the criminal justice system, and even in the 
military. Mindfulness has been shown to provide relief for chronic pain (Kabat-Zinn, 
1982; Kabat-Zinn, Lipworth & Burney, 1985), reduce stress, anxiety, and depression 
(Chiesa & Serretti, 2010; Kuyken et al., 2008), reduce observable symptoms of psoriasis 
(Kabat-Zinn et al., 1998), and improve immune function (Davidson et al., 2003). 
Mindfulness has also been shown to cause changes in brain structure and function, 
improving learning and memory processes (Davidson et al., 2003; Hozel et al., 2011). 
Improvements in other executive functions (EFs) such as attention, cognitive functioning, 
and working memory have also been reported (Chambers et al., 2008; Zeidan et al., 
2010). The ability to use mindfulness to regulate emotions has also been demonstrated 
(Chambers et al., 2008).  
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Ways to Cultivate Mindfulness in Schools  
 This section will be elaborated upon in Chapter 2, but it is helpful to have a 
general understanding of the ways in which mindfulness is practiced in school settings. 
Due to the fact that children and adolescents are progressing through critical 
developmental stages of life and are often not equipped to engage in long periods of 
sitting meditation (Semple et al., 2009), various adaptations of adult techniques are 
utilized; these important variations depend on the age and/or grade level and particular 
life circumstances of the child (e.g., if the child has behavioral and/or mental health 
issues).  
For grades pre-K-4, brief activities for young children might include listening 
exercises, during which children focus on sustaining attention (e.g., listening to a 
chime2), breathing exercises (e.g., noticing the breath and how their “bellies” move), 
utilizing a “quiet” or “peace” corner (i.e., an area where a child can go to calm down 
whenever needed). For grades 5-8, activities expand upon those learned in earlier grades 
(e.g., engaging in longer and more complex breathing exercises), practicing mindful 
eating (i.e., focusing attention on the senses to experience food before and during the 
process of eating), and participating in nature exercises, during which students spend time 
outside and are tasked with simply noticing the natural world around them; this particular 
practice can be combined with journaling, which encourages students to reflect on their 
experience. Walking meditation/contemplation can also be introduced during these years; 
                                               
2 Instructions: Ask children to close their eyes and focus attention on the sound, indicating when 
the sound can no longer be heard by placing a hand on each knee.  
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this is another exercise based upon being in nature. Students aim to simply notice sights 
and sounds without drifting into thoughts about these objects of observation; the goal is 
to observe that one is observing. After the walking contemplation, students are 
encouraged to think about whether or not they experienced anything novel during their 
walk – did they observe anything new, perhaps something they hadn’t noticed before? 
Additionally, 10-minute sessions of reflective writing, based on a theme (e.g., kindness) 
can be used to aid children in exploring their thoughts, feelings, and experiences. Mindful 
movement3 (e.g., yoga) can also be introduced during this developmental stage.  
 Naturally, adolescents engage in progressively sophisticated exercises, including 
more extensive journaling (e.g., reflecting on particularly positive moments or moments 
of growth), practicing gratitude, and participating in the “Be Like a Mountain” exercise, 
during which students visualize themselves as being strong in the face of life’s 
challenges. Adolescents also partake in more explicit lessons and practices in self-
compassion and enhancing emotional stability. As the literature states, adolescents 
experience tremendous physical, cognitive, and emotional changes in adolescence, 
therefore programs tailored to their unique circumstances are essential (Lupien et al., 
2009; Semple et al., 2009).   
A Preview of the Literature – Children & Adolescents  
Despite the relative lack of knowledge about the effects of mindfulness on 
children and adolescents when compared to adults, mindfulness is being incorporated into 
classrooms, schools, and districts across the country, with an incomplete understanding of 
                                               
3 Mindful movement brings awareness to motion.  
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the impacts of mindfulness interventions on youth. This is understandable, given the 
preliminary evidence: mindfulness interventions in clinical and school settings have been 
shown to lower stress and alleviate feelings of depression (Biegel et al., 2009; Kuyken et 
al., 2013), improve executive functions, such as metacognition (Vickery & Dorjee, 2016), 
control unhealthy rumination, manage emotional arousal (Kerrigan et al., 2011; 
Mendelson et al., 2010), decrease anxiety (Biegel et al., 2009; Huppert & Johnson, 2010), 
improve social competence (Flook et al., 2014), increase self-compassion (Bluth et al., 
2015), as well as helping children and adolescents with externalizing disorders, such as 
autism and ADHD, to become more attuned, decrease impulsivity, and increase 
happiness (Bogels et al., 2008). Though it is outside of the scope of K-12 education, it is 
worth noting that, in a group of college students, a mindfulness intervention increased 
GRE (standardized test) scores and working memory (Mrazek et al., 2013).  
The literature indicates that mindfulness interventions and programs can be 
efficacious in universal school settings (i.e., an entire school or class receives a 
mindfulness intervention) as well as with targeted groups of students, such as at-risk 
youth and clinical populations (i.e., youth with behavioral and/or mental health issues), in 
addition to students with low baseline executive functioning (EF). In fact, several studies 
show that these vulnerable student populations, in particular, may benefit most from 
mindfulness interventions, compared to their otherwise healthy peers (Huppert & 
Johnson, 2010). With such a striking list of benefits that only partially captures the 
potential advantages of mindfulness interventions for youth, it is imperative to continue 
to expand the research on mindfulness in education in light of the challenges facing K-12 
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administrators, educators, and, of course, their students.   
Today’s K-12 school culture is heavily focused on outward assessment and high-
stakes standardized testing. Much attention is given (and rightly so) to acquiring 
knowledge and critical thinking skills in an effort to build pathways for students to attend 
college and build successful careers. While these pursuits are important and well-
intentioned, they do not focus on the social and/or emotional development of the student 
(Durlak et al., 2011; Elias, Zins, Graczyk, & Weissberg, 2003; Schonert-Reichl et al., 
2015). Increasingly, schools are being asked to provide far more than academic 
instruction, and, in some communities, schools are looked at to compensate for a dire 
lack of emotional and psychological support at home.  
The Present Study4  
Considering the positive outcomes that have been reported with regard to 
mindfulness interventions, it is understandable that school districts would be eager to 
implement mindfulness initiatives. Despite the prevalence of information about 
mindfulness in schools in the news, it is worth noting that data is not readily available 
regarding the number of classrooms, schools, or districts that have incorporated 
mindfulness practice in some way. Even if we had such data, we would still need further 
information as to how mindfulness is being implemented in order to paint a clearer 
picture of the current state of mindfulness in schools. That said, there are myriad ways to 
validate that mindfulness in schools is prevalent enough to warrant study. For example, 
                                               
4 This study does not attempt to address the implementation or sustainability of academic 
standards or legislation, such as No Child Left Behind or Common Core.  
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Miami-Dade County, Florida, the fourth largest public school system in the country, has 
implemented a district-wide mindfulness program. Other U.S. city school districts that 
have implemented mindfulness practices include: New York City, Baltimore, San 
Francisco, Los Angeles, Dallas, Denver, Seattle, Phoenix, Philadelphia, Austin, 
Columbus, Nashville, Detroit, Memphis, Las Vegas, New Orleans, St. Louis, Pittsburgh, 
Washington, DC, and Portland, OR. 
Notably, in October 2015, the United Kingdom’s Mindfulness All-Party 
Parliamentary Group (MAPPG) released its report, Mindful Nation UK, which makes 
recommendations for the expansion of funding for mindfulness research and programs in 
the areas of education, health, the workplace, and the criminal justice system. This is a 
groundbreaking report in the sense that a governing body is calling for the cultivation of 
mindfulness to combat major societal problems. The UK has made a bold commitment to 
mindfulness, but the U.S. has yet to explicitly connect mindfulness to policy; doing so 
may be premature, given the relatively nascent nature of the research on mindfulness in 
education.  
While it is critical that mindfulness researchers continue to conduct increasingly 
sophisticated experimental studies regarding the efficacy of school mindfulness programs 
(e.g., randomized control trials [RCTs] with large sample sizes), it is also important to 
expand our knowledge about the process of implementing mindfulness programs and 
initiatives in schools; there are very few published research studies that focus primarily 
on the who, whys, and hows of school mindfulness program implementation and 
sustainability. Mindfulness is an area where attention to implementation in schools is 
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crucial because it can be a complicated intervention. Mindfulness has a complex history, 
and we do not yet have an abundance of information about its impact on youth. 
The literature on SEL programs suggests that implementation is the most critical 
factor, and potential pitfall, of these initiatives (Elias et al., 2003); it is logical to 
hypothesize that mindfulness programs face comparable challenges. Due to the fact that 
schools must first design and implement programs before assessing their efficacy, it is 
critical that we begin to gather empirical information about why and how schools 
implement and sustain mindfulness programs. Although information about the extent of 
mindfulness in schools has not yet been quantified, there is sufficient evidence to suggest 
that studying the implementation and sustainability of mindfulness programs is timely (if 
not overdue) and necessary to promote the advancement of best practices.    
Research Questions 
The research questions were inspired by the lack of research on the 
implementation and sustainability of mindfulness programs in schools; the vast majority 
of factors affecting implementation are largely unreported, if not entirely unexplored. 
After an extensive review of the literature on implementation in schools (particularly SEL 
implementation challenges and considerations) and mindfulness in education, in general, 
I pose the following questions: 
1. For an organization that provides mindfulness training to school districts, 
what is their experience as it relates to mindfulness program implementation 
and sustainability? 
2. For a school district that has implemented and sustained a mindfulness 
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program, what are the perceived goals, successes, and challenges regarding 
the implementation and sustainability of the mindfulness initiative from the 
perspectives of the administrators, teachers, counselors, and mental health 
professionals in the school district?  
Rather than explicitly seeking information about specific elements of implementation 
(though they do appear in the findings), the purpose of this study is to uncover the 
perceptions of those responsible for the implementation and sustainability of the 
mindfulness programs with respect to goals, successes, and challenges; it is important to 
hear the voices of the people on the front lines who, ultimately, determine whether or not 
a program will be implemented well and/or sustained over time. Particularly in light of 
the increased scrutiny of the research on mindfulness in schools, it is critical to foster 
transparency and honesty about the things we do and do not know.  
Significance  
The lessons learned by an organization that implements mindfulness programs in 
schools, and key takeaways from staff in a school district that has implemented a 
mindfulness program, may influence the way other districts approach their own 
mindfulness initiatives. Detailed accounts, rather than de-contextualized 
recommendations, may provide relevant information to school leaders and educators as 
they make critical decisions regarding the implementation of mindfulness programs. The 
findings of this study, which present a detailed account of a district’s experience 
implementing and sustaining a mindfulness program (for over a decade), has the potential 
to aid schools of similar demographics that are considering integrating mindfulness 
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practices into their learning environments.  
Findings may also be of interest to local, state, and/or federal policymakers as 
they continue to work on legislation aimed at improving the social and emotional lives of 
children and adolescents. Anti-bullying and social-emotional legislation already exist, 
and it is likely that mindfulness will follow suit if it continues to gain traction in the 
research community. MindUP™, a non-profit organization focused on implementing 
social-emotional learning in schools (that includes a mindfulness component), has been 
approved by the Collaborative for Academic, Social, and Emotional Learning (CASEL) 
to fulfill the government’s anti-bullying program requirement for schools.  
Methodology 
To answer the research questions, I conducted a qualitative research study, 
comprised of two exploratory, descriptive case studies: Ivy Child International, a non-
profit organization that provides systematic, customized mindfulness training to schools, 
and the Jackson school district, which has implemented and sustained a mindfulness 
program since the 2007-2008 school year. According to Myers, Durlak, and Wandersman 
(2012), “Individual or multiple case studies have been the primary vehicle for learning 
about factors that affect the implementation process” (p. 3).  
For the case of Ivy Child International, I used a semi-structured, open-ended 
interview protocol to interview the organization’s Founder and CEO, Rose Pavlov5, in 
addition to conducting an analysis of various documented resources: information 
contained on the Ivy Child International website, YouTube recordings of conference 
                                               
5 Rose preferred that she and the organization be named rather than anonymous. 
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presentations, and testimonials. The following is a sample of the interview questions used 
in the study; please see Appendix A for a complete list of questions:  
• How do you co-create mindfulness programs with school districts? 
• How do you build continuity within districts?   
• What kind of feedback, if any, do you receive from teachers or staff that are 
engaging in this work?  
• What would you say are the biggest challenges that school districts face in terms 
of implementing mindfulness programs?   
• If a school or district was considering implementing a mindfulness program, what 
advice would you provide?  
• Can you describe the role that school and district leaders play in terms of program 
implementation and sustainability?  
• How does Ivy Child keep schools engaged over time? How do the practices stay 
fresh and interesting?  
• What do you feel are the greatest benefits that staff and students experience from 
working with Ivy Child?  
• Have you had any issues with staff or parents that feel your programming is 
religious in nature?   
• What differentiates Ivy Child from other mindfulness program providers? 
For the Jackson school district study, I surveyed 19 and interviewed 21 staff 
members, a combination of administrators, teachers, guidance counselors, and mental 
health professionals. (In my findings, I refer to guidance counselors and mental health 
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professionals as “wellness professionals” to help maintain each individual’s anonymity 
within the district.) (See Appendix B for the table of participant attributes.) First, I had 
participants complete a two-question online survey related to the perceived goals and 
challenges of the mindfulness program. Then, I used a semi-structured, open-ended 
interview protocol to interview the participants in the district. I collected data about 
participants’ personal experiences and perspectives, using the information to gain a sense 
of the school climate and culture in which the programs exist. Survey and interview 
questions were focused on the goals, successes, and challenges of implementation, along 
with general questions about the “bigger picture” within which the district’s mindfulness 
program operates. The following is a sample of the interview questions; please see 
Appendix C for the complete interview guide, which is coded according to the type of 
participant: Administrator (A), Teacher (T), Wellness Professional (WP):  
Implementation/General Questions  
• What do you feel is the goal (or goals) of the mindfulness program in your 
school? (A, T, WP) 
• Could you describe the process of implementing a mindfulness program in your 
school? (A, T, WP) 
• How did this school and/or community make the leap from being interested in 
mindfulness to having its teachers incorporate mindfulness into their classrooms? 
(A, T, WP) 
• How would you describe the reaction of parents in your community? When and 
how have they expressed their viewpoints? (A, T, WP) 
 
 
 
26 
• What, if any, would you say have been the most significant challenges in 
implementing and/or sustaining mindfulness practices in your school? (A, T, WP) 
• What, if any, do you feel have been the most significant benefits of implementing 
mindfulness practices in your school? (A, T, WP)  
Program Details  
• Did you receive training in mindfulness? If so, who provided the training? (A, T, 
WP) 
• Do you have your own personal mindfulness or mindfulness meditation practice? 
If so, how long have you been practicing? How consistently do you practice? (A, 
T, WP) 
• Have you felt that implementing a mindfulness program has impacted your 
workload? Could you describe that a bit? (T)  
• Are you evaluating the use of the mindfulness program in your classrooms? If so, 
how, and how often? (A, T)  
In addition to the survey and interviews, I also conducted document analysis to enhance 
my understanding of the Jackson school district (e.g., brochures, syllabi, meeting 
minutes, manuals, etc.).   
Analysis 
From a critical realist perspective, I analyzed the data from both cases based on 
the research paradigm that there are multiple perceptions of reality, which is evident in 
the survey and interview data. I used verbatim transcripts of interview data, engaged in 
memo-writing, developed inductive and deductive codes using NVivo (qualitative 
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research software), extracted key themes from the codes, and provided a thematic 
analysis of the data that captures the participants’ perceptions and experiences.  
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Chapter II: Review of the Literature 
Organization 
This literature review is organized into two primary sections – implementation 
science (which includes sustainability) and mindfulness; each section is comprised of 
sub-sections. First, I will review the research on implementation science, focusing on two 
major, widely-cited meta-analyses. The first, Durlak and DuPre (2008), investigates 
implementation outcomes and factors for success; the second, Myers, Durlak, and 
Wandersman (2012), synthesizes 25 prior implementation frameworks and presents the 
Quality Implementation Framework (QIF), the conceptual framework that guides this 
study. Due to the fact that implementation and sustainability are so closely linked, the 
literature on implementation addresses sustainability to varying degrees (e.g., a 
successful implementation aims to produce a sustainable innovation). It should be noted 
that, in the context of school-based interventions, implementation has been more widely 
studied than sustainability; therefore, implementation science will be more explicitly 
addressed in this literature review.  
Additional studies on implementation will also be presented, including a meta-
analysis (Durlak et al., 2011) that explores the relationship between implementation and 
the success of Social Emotional Learning (SEL) programs. Social Emotional Learning 
has been in place for over twenty years and aims to achieve many of the same outcomes 
as mindfulness interventions. The literature on SEL program implementation provides 
valuable “lessons learned” for those interested in bringing mindfulness into K-12 schools. 
The SEL studies presented in this review directly address the importance of 
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implementation for program success.  
After reviewing the literature on implementation, I will provide a brief history of 
mindfulness, along with expanded definitions and descriptions of mindfulness to 
contextualize the other studies highlighted in the literature review. I will synthesize the 
literature pertaining to mindfulness and adults, spanning multiple disciplines and 
applications, including physical and mental health. Rather than focusing solely on studies 
on mindfulness and youth, it is important to have an understanding of the research that 
has been conducted with adults for a few reasons: 1) we know much more about the 
influence of mindfulness interventions on adults than we do on children and adolescents, 
2) understanding the impact of mindfulness on adults helps contextualize the recent surge 
in popularity of mindfulness, which, in turn, helps to clarify why schools would be eager 
to implement mindfulness practices, and 3) all of the participants in this study are adults 
who have received some degree of training in mindfulness.  
Although this dissertation is not overtly concerned with specific outcomes of 
youth mindfulness programs and interventions, it is important to have an understanding 
of what is known about the impact of mindfulness interventions on children and 
adolescents in order to clarify why schools might want to implement a mindfulness 
program. This section will include studies and statistics on child and adolescent mental 
health, as well as studies that focus on mindfulness interventions that have been 
conducted in educational settings. Again, the decision to include studies that fall outside 
of the school context matters greatly because a) they are more prevalent, and b) they tend 
to be more rigorous in nature, which is important, as the research on mindfulness and 
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youth is in a nascent stage.  
Lastly, I will discuss the range of methodological issues surrounding the existing 
research on mindfulness; highlighting these issues will help the reader understand the 
state of research on mindfulness and why it has been met with a degree of criticism. Due 
to the tremendous amount of existing and newly emerging literature on mindfulness, I 
have made deliberate decisions about which studies to include and which to exclude. In 
terms of the literature on mindfulness and adults, I have focused on critical and widely-
cited studies. Among the most recently published studies on mindfulness in education, I 
have included only those that are most relevant to the research questions. As mentioned, I 
have also included relevant studies on SEL, as they directly inform my research 
questions.   
Implementation Science  
Implementation science was introduced as a formal discipline in 1976 (Durlak & 
DuPre, 2008). Durlak and DuPre (2008) define implementation as “referring to what a 
program consists of when it is delivered in a particular setting” (p. 329). Implementation 
is an aspect of diffusion, a broader process, which aims to disseminate novel ideas, 
technologies, or, in the context of the authors’ research, evidence-based promotion, 
prevention or treatment programs (Durlak & DuPre, 2008). Diffusion consists of four 
major processes:  
• Dissemination (how well information is supplied to communities) 
• Adoption (whether or not an organization decides to try the new program) 
• Implementation (how well the program is conducted during a trial period)  
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• Sustainability (whether the program is maintained over time) (Durlak & 
DuPre, 2008, p. 327) 
The term “capacity” is often used in reference to the entire process of diffusion and can 
be defined as “the necessary motivation and ability to identify, select, plan, implement, 
evaluate, and sustain effective interventions” (Durlak & DuPre, 2008, p. 335).  
Implementation is a complex process involving multiple stages, factors, and 
contextual interactions between the various stages and factors. The guiding frameworks 
of this study are largely based on the research of Durlak and DuPre (2008) and Meyers, 
Durlak, and Wandersman (2012).  The 2008 meta-analysis conducted by Durlak and 
DuPre examines the influence of implementation on program outcomes and identifies the 
factors affecting implementation. Cited in over 2,500 subsequent publications, this meta-
analysis examined nearly 500 studies (quantitative, qualitative, and mixed-methods), 
focusing on the field of prevention and promotion, targeting studies conducted with 
children and adolescents. Durlak and DuPre (2008) focused on two research questions: 1) 
does implementation affect outcomes? and 2) what factors affect implementation?  Of the 
nearly 500 studies that Durlak and DuPre (2008) reviewed, only 81 studies (quantitative 
or qualitative) reported any type of data regarding the process of implementation.  
Measuring the effectiveness of an implementation can be challenging, given the 
subjective nature of “success” in most studies. Durlak and DuPre (2008) note that 
“Designations of low or high implementation are arbitrary, and have reference only to 
locally obtained data; what is high in one study may not be high in another” (p. 331). 
This is not to say that implementation cannot be measured; it does, however, require a 
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discerning process of evaluation to assess study findings in a meta-analysis focused on 
implementation. According to Durlak and DuPre (2008) an implementation is considered 
to be “positive” at 60%, with “very few” studies surpassing the 80% mark (p. 331); the 
prospect of conducting a “perfect” implementation is highly unlikely. Further, it is worth 
noting that “only relatively few interventions are sustained over time,” independent of the 
success of the implementation (Durlak & DuPre, 2008, p. 328).  
Based on the findings of the meta-analysis, Durlak and DuPre (2008) developed 
an ecological framework of implementation that comprises five interacting categories: 1) 
Innovations, 2) Providers, 3) Communities, 4) The Prevention Delivery System (i.e., 
features related to organizational capacity), and 5) The Prevention Support System (i.e., 
training and technical assistance) (p. 335). The categories encompass distinct variables 
that, when combined in an implementation, result in an interactive ecosystem: “Under 
favorable circumstances, variables in all five categories interact and lead to effective 
implementation, that is, a process for conducting the intervention as planned” (p. 335). 
Figure 2 depicts Durlak and DuPre’s (2008) ecological framework for effective 
implementation.  
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Figure 2. 
Ecological framework for understanding effective implementation 
Retrieved from: http://onlinelibrary.wiley.com.ezproxy.bu.edu/doi/10.1007/s10464-008-9165-
0/full 
 
The following is a description of the five categories, as stated by the authors (including 
the examples of factors); in some cases the text has been edited for brevity.  
 
Community Level Factors:  
• Prevention research system (continually consume and disseminate 
research [about the intervention], as information is changing all the time) 
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• Politics (can help or hurt [an intervention]; for example, if a 
superintendent pressures staff to adopt a new program, it is often received 
unfavorably, probably because they [the staff] do not become committed 
to the intervention) 
• Funding (funding is a necessary but insufficient condition for effective 
implementation, although many funders do not provide sufficient time and 
money for implementation)  
• Policy (social policy is important for institutionalizing new procedures and 
practices and for supporting an administrative and financial infrastructure) 
(p. 336) 
Provider Characteristics:  
• Perceptions related to the need for, and potential benefits of, the 
innovation  
• Self-efficacy  
• Skill proficiency (providers who recognize a specific need for the 
innovation, believe the innovation will produce desired benefits, feel more 
confident in their ability to do what is expected [self-efficacy], and have 
the requisite skills are more likely to implement a program at higher levels 
of dosage or fidelity) (p. 336) 
Innovation Characteristics:  
• Adaptability (flexibility)  
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• Compatibility (contextual appropriateness, fit, match, congruence; 
programs that can be modified to fit the needs of providers, organizations 
and communities have a better chance of [enabling a] stronger 
implementation than those [interventions] that must be conducted “as is”; 
the latter characteristic suggests that providers and organizations 
implement new programs more effectively to the extent they fit within the 
organization’s current mission, priorities, and existing practices (pp. 336-
338) 
The Prevention Delivery System: Factors Related to Organizational Capacity:  
• General organizational features 
• Specific organizational practices and processes, and specific staffing 
considerations: 
Early diffusion research characterized individuals who were among the 
first to adopt innovations as adventuresome, open to change, and 
innovative, and these descriptions apply to organizations as well. 
Innovative organizations cultivate an atmosphere conducive to trying new 
approaches. Effective leadership is crucial to implementation, and the 
existence of at least one program champion has long been recognized as a 
valuable resource to encourage innovation. Program champions, 
particularly those who are highly placed in an organization and have the 
respect of other staff, can do much to help orchestrate an innovation 
through the entire diffusion process from adoption to sustainability. 
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Another important practice is shared decision-making; situations in which 
shared decision-making occurs among providers, researchers, 
administrators, and community members has consistently led to better 
implementation; ideally, this collaborative process is characterized by 
nonhierarchical relationships, mutual trust and open communication, 
shared responsibilities for completing important tasks, and efforts to reach 
consensus when disagreements or stalemates arise. Moreover, other data 
indicate that shared decision-making also predicts program sustainability. 
An effective program is more likely to be better implemented, and then 
remain in a setting, when collaborative methods have been used to 
determine what type of program should be conducted in the first place. 
(pp. 336-338) 
The Prevention Delivery System: Training and Technical Assistance (TA):  
• Training: not solely to teach skills, but to attend to providers’ 
expectations, motivations, and sense of self-efficacy; the latter can affect 
future performance, and support of, the new innovation (p. 338). Training 
that includes modeling followed by role playing and performance 
feedback, offered in a supportive emotional atmosphere, has been 
successful in many studies.  
• Technical Assistance (TA): the resources offered to providers once the 
intervention begins. The goals of TA are to maintain providers’ motivation 
and commitment, improve their skill levels where needed, and support 
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local problem-solving efforts. TA may include some combination of re-
training of initial providers, training new staff, and providing emotional 
support. Early monitoring or implementation followed promptly by re-
training has doubled the fidelity of implementation to over 85% for 
providers who were having initial difficulties. Staff turnover can 
jeopardize implementation, so contingencies for training new staff should 
be made. Ideally, training and TA occur after necessary resources related 
to time, staff, administrative, and financial support have been secured. (pp. 
338-339)  
In addition to creating their ecological framework, Durlak and DuPre (2008) were able to 
distinguish 23 distinct factors affecting implementation. In order to be established as a 
factor, Durlak and DuPre (2008) required that certain standards of rigor were met:   
A factor is listed only if it was present in at least five articles and if findings were 
consistent with more rigorously conducted investigations. For example, for 
quantitative samples, this typically meant the use of larger samples and 
psychometrically sound assessment procedures. (p. 336) 
To determine the convergent validity of the factors, Durlak and DuPre (2008) compared 
their categorization of factors to three other “systematic narrative reviews” (p. 339). The 
authors discovered that 21 of the 23 factors were identified in one review, 13 factors were 
present in the second, and 15 were addressed in the third. All four meta-analyses agreed 
on 11 factors: funding, a positive work climate, shared decision-making, coordination 
with other agencies, formulation of tasks, leadership, program champions, administrative 
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support, providers’ skill proficiency, training, and technical assistance (p. 340). As a 
result of their analysis, Durlak and DuPre (2008) conclude: “Good convergent validity 
confirms that implementation is a complex developmental process that can be affected by 
a multiple array of interacting ecological factors present at the individual, organizational 
and community level” (p. 340). Durlak and DuPre (2008) highlight another critical 
finding: “Data from 500 studies evaluated in five meta-analyses indicates that the 
magnitude of mean effect sizes are at least two to three times higher when programs are 
carefully implemented and free from serious implementation problems than when these 
circumstances are not present” (p. 340).   
 Durlak and DuPre (2008) also illuminate important nuances in the implementation 
process. For example, there is debate among researchers and practitioners regarding the 
balance between fidelity and adaptation: to what extent can (or should) a program’s 
components be altered to fit the environment or situation? When adaptation does occur 
(which is likely in nearly every case), the authors assert, “It is essential to monitor the 
types of adaptations that occur instead of treating them as failures of implementation” (p. 
342). Durlak and DuPre (2008) also pose the following question, which is the aim of 
implementation science research: “Which aspects of implementation are important for 
which innovations in order to achieve which types of outcomes for which participants?” 
(p. 342). Lastly, the authors describe the criticality of conducting quality program 
evaluations, documenting processes in detail:  
A major implication emanating from these findings is that the assessment of 
implementation is an absolute necessity in program evaluations. Evaluations that 
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lack carefully collected information on implementation are flawed and 
incomplete. Without data on implementation, research cannot document precisely 
what program was conducted, or how outcome data should be interpreted. (p. 
340) 
The importance of program evaluation will become evident in the discussion in Chapter 
7.   
Building upon the work of Durlak and DuPre (2008), Meyers, Durlak, and 
Wandersman (2012) published a “new implementation meta-framework,” the Quality 
Implementation Framework (QIF), which was derived from 25 pre-existing 
implementation frameworks (p. 1).  
The QIF can be broken down into four primary implementation phases comprised of 14 
critical steps that are “associated with quality implementation” (p. 7):  
Phase One: Initial considerations regarding the host setting 
  Assessment strategies: 
1. Conducting a needs and resources assessment  
2. Conducting a fit assessment  
3. Conducting a capacity/readiness assessment  
Decisions about adaptation: 
4. Possibility for adaptation  
Capacity-building strategies: 
5. Obtaining explicit buy-in from critical stakeholders and fostering a 
supportive community/organizational climate  
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6. Building general/organizational capacity  
7. Staff recruitment/maintenance 
8. Effective pre-innovation staff training 
Phase Two: Creating a structure for implementation  
  Structural features for implementation:  
9. Creating implementation teams  
10. Developing an implementation plan  
Phase Three: Ongoing structure once implementation begins  
  Ongoing implementation support strategies:  
11. Technical assistance/coaching/supervision 
12. Process evaluation  
13. Supportive feedback mechanism  
Phase Four: Improving future applications 
14. Learning from experience (p. 7)  
Once they had established the 14 critical factors for implementation, Meyers, Durlak, and 
Wandersman (2012) assessed the 25 pre-existing frameworks to determine how many of 
the critical steps were present in each. The authors report that there was “Near universal 
agreement on the importance of monitoring implementation” (p. 10). The critical step, its 
corresponding number (as it relates to its placement within the four phases of 
implementation above), the percentage of articles that included the step, and the authors’ 
descriptions of the steps are listed below:  
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Process evaluation, 12, (96%):  
• Do we have a plan to evaluate the relative strengths and limitations in the 
innovation’s implementation as it unfolds over time?  
• Data are needed on how well different aspects of the innovation are being 
conducted as well as the performance of different individuals 
implementing the innovation. (p. 9) 
Obtaining explicit buy-in from critical stakeholders and fostering a supportive    
community/organizational climate, 5, (92%): 
• Do we have genuine and explicit buy-in for this innovation from:  
1. Leadership with decision-making power in the 
organization/community?  
2. Front-line staff who will deliver the innovation?  
3. The local community (if applicable)?  
• Have we effectively dealt with important concerns, questions, or 
resistance to this innovation?  
• What possible barriers to implementation need to be lessened or removed?  
• Can we identify and recruit an innovation champion(s)?  
1. Are there one or more individuals who can inspire and lead 
others to implement the innovation and its associated practices?  
2. How can the organization/community assist the champion in 
the effort to foster and maintain buy-in for change?  
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Note: Fostering a supportive climate is also important after 
implementation begins and can be maintained or enhanced through such 
strategies as organizational policies favoring the innovation and providing 
incentives for use and disincentives for non-use of the innovation. (p. 8) 
Effective pre-innovation staff training, 8, (88%): 
• Can we provide sufficient training to teach the why, what, when, where, 
and how regarding the intended innovation?  
• How can we ensure that the training covers the theory, philosophy, values 
of the innovation, and the skill-based competencies needed for 
practitioners to achieve self-efficacy, proficiency, and correct application 
of the innovation? (p. 9) 
Technical assistance/coaching/supervision, 11, (80%):  
• Can we provide the necessary technical assistance to help the 
organization/community and practitioners deal with inevitable practical 
problems that will develop once the innovation begins?  
• These problems might involve a need for further training and practice in 
administering more challenging parts of the innovation, resolving 
administrative or scheduling conflicts that arise, acquiring more support or 
resources, or making some required changes in the application of the 
innovation. (p. 9) 
Supportive feedback mechanism, 13, (72%):  
• Is there an effective process through which key findings from process data 
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related to implementation are communicated, discussed, and acted upon?  
• How will process data on implementation be shared with all those 
involved in the innovation (e.g., stakeholders, administrators, 
implementation support staff, and front-line practitioners)?  
• This feedback should be offered in the spirit of providing opportunities for 
further personal learning and skill development and organizational growth 
that leads to quality improvement in implementation. (p. 9)  
Creating implementation teams, 9, (68%):  
• Who will have organizational responsibility for the implementation? 
• Can we develop a support team of qualified staff to work with front-line 
workers who are delivering the innovation?  
• Can we specify the roles, processes, and responsibilities of these team 
members? (p. 9) 
Building general/organizational capacity, 6, (60%):  
• What infrastructure, skills, and motivation of the organization/community 
need enhancement in order to ensure the innovation will be implemented 
with quality?  
• Of note is that this type of capacity does not directly assist with the 
implementation of the innovation, but instead enables the organization to 
function better in a number of its activities (e.g., improved communication 
within the organization and/or with other agencies; enhanced partnerships 
and linkages with other agencies and/or community stakeholders). (p. 8) 
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The frameworks that emerged from Durlak and DuPre (2008) and Meyers, Durlak, and 
Wandersman (2012) will be discussed in Chapter 7 in relation to the implementation of 
mindfulness programs delivered by Ivy Child International and the Jackson school 
district.  
Social Emotional Learning (SEL): Lessons on Implementation 
Social Emotional Learning is similar to mindfulness in many ways; therefore, it is 
logical to take lessons learned from SEL program implementations to inform the 
expansion of implementation of mindfulness programs in schools. To gain a clearer 
understanding of what SEL aims to achieve, I present the definition provided by the 
Collaborative for Academic, Social, and Emotional Learning (CASEL): 
Social and emotional learning (SEL) is the process through which children and 
adults acquire and effectively apply the knowledge, attitudes, and skills necessary 
to understand and manage emotions, set and achieve positive goals, feel and show 
empathy for others, establish and maintain positive relationships, and make 
responsible decisions. SEL programming is based on the understanding that the 
best learning emerges in the context of supportive relationships that make 
learning challenging, engaging, and meaningful. Social and emotional skills are 
critical to being a good student, citizen, and worker. Many risky behaviors (e.g., 
drug use, violence, bullying, and dropping out) can be prevented or reduced when 
multiyear, integrated efforts are used to develop students' social and emotional 
skills. This is best done through effective classroom instruction, student 
engagement in positive activities in and out of the classroom, and broad parent 
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and community involvement in program planning, implementation, and 
evaluation. (2015) 
SEL programs are built upon students’ acquisition of five competencies: self-awareness, 
self-management, social awareness, relationship skills, and responsible decision-making. 
Many existing SEL programs already have “mindfulness components” as part of their 
curricula, though they may or may not be explicitly referred to as such. There has been 
discussion in the scholarly community that mindfulness may serve to bolster SEL 
program efforts, if it has not already been explicitly incorporated into programs.  
Durlak et al. (2011) conducted a meta-analysis of 213 school-based universal SEL 
programs which impacted 270,034 students in grades K-12. The authors assessed studies 
focused on the following outcomes: “social and emotional skills, attitudes towards self 
and others, positive social behavior, conduct problems, emotional distress, and academic 
performance” (p. 407). The authors pose several questions, which closely mirror research 
questions that mindfulness experts are trying to address:  
What outcomes are achieved by interventions that attempt to enhance children’s 
emotional and social skills? Can SEL interventions promote positive outcomes 
and prevent future problems? Can programs be successfully conducted in the 
school setting by existing school personnel? What variables moderate the impact 
of school-based SEL programs? (p. 407)  
The researchers were particularly interested in whether or not SEL interventions could 
hold up in the “real world” – during the school day, integrated into classrooms, led by 
teachers; 53% of the studies assessed were classroom-based and administered by a 
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teacher (i.e., Class by Teacher) (p. 409). Durlak et al. (2011) determined that Class by 
Teacher programs achieved the goals of the outcome categories mentioned above: “In 
contrast, classroom programs delivered by non-school personnel produced only three 
significant outcomes” and “student academic performance was significantly improved 
only when school personnel conducted the intervention” (p. 413). For the studies that 
utilized standardized achievement test scores, Durlak et al. (2011) found that students in 
the SEL programs had an “11-percentile gain in academic performance” which, the 
authors argue, “is noteworthy, especially for educational policy” (p. 417). This is a key 
finding to consider, as mindfulness interventions can either be delivered by teachers 
themselves, or outside experts can be brought in to facilitate lessons.  
Durlak et al. (2011) also found that SEL programs were successful in a wide 
range of environments: “at all educational levels (elementary, middle, and high school) 
and in urban, suburban, and rural schools, although they have been studied least often in 
high schools and in rural areas” (p. 417). At the time of the review, 59% of schools had 
SEL programming in place; some states, such as Illinois, make SEL programming 
mandatory (p. 420).  
Though many programs were successful, Durlak et al. (2011) are clear about the 
fact that implementation is a critical factor for success: “Beneficial programs must be 
both well designed and well conducted” (p. 418):  
Developing an evidence-based intervention is an essential but insufficient 
condition for success; the program must also be well executed. Although many 
studies did not provide details on the different types of implementation problems 
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that occurred or what conditions were in place to ensure better implementation, 
our findings confirm the negative influence of implementation problems on 
program outcomes that has been reported in meta-analyses of other youth 
programs. (p. 418) 
 Kress and Elias (2006) report that SEL programs contribute to an essential set of 
skills for children and adolescents: communication skills, proactive skills, productivity, 
collaborative problem solving, self-reflectivity, and emotional awareness and self-
regulation (p. 102). Though SEL programs stemmed from a reactive effort to curb crime 
in troubled school systems and violence-stricken geographic locations, programming is 
now much more proactive in nature and universally applicable (p. 102). Kress and Elias 
(2006) contend that “a focus on the process – not just the content – of programming is 
essential” (p. 103). The authors go on to describe that multiple voices (e.g., teachers, 
administrators, counselors, etc.) should be involved in the planning process, in addition to 
program execution and evaluation. The authors describe this type of collaboration as 
“itself rooted in the spirit and goals of social-emotional learning” (p. 103). Though it may 
seem obvious to carefully plan the implementation of an SEL program, “in reality it flies 
in the face of pressures for fast results, to ‘just do it,’ and runs counter to ‘quick-fix’ calls 
for immediate remedies” (p. 103). Kress and Elias (2006) also cite that many SEL 
programs fail due to poor implementation (e.g., taking shortcuts, excluding people, and 
starting a program “by decree or memo”) (p. 103). The authors suggest taking a proactive 
approach to avoid program failure or alienation of teachers and other stakeholders: “The 
problem-solving work done ahead of launching the program (as well as on an ongoing 
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basis) will determine the success and longevity of the program” (p. 104). The authors 
suggest using the following questions to approach implementation:  
How will the program be introduced? What roles need to be created or modified 
in order to make the program work? What evidence will there be as to the 
progress and outcome of the program? What mechanisms are in place to modify 
the program based on experiences?  
Kress and Elias (2006) also recommend having a committee of various constituents to 
monitor implementation and all that follows (p. 104). Additionally, Kress and Elias 
(2006) report value in engaging in a “mentoring relationship with a colleague [from 
another school] who has experience with such programming” (p. 106).  
 Elias, Zins, Graczyk, and Weissberg (2003) examined the implementation, 
sustainability, and the ability to scale up SEL and other academic innovations in public 
schools. The authors contend that it is critically important to capture the implementation 
process by highlighting “the need to better document the stories of educational innovation 
and scaling up efforts so that contextual details can enrich an understanding of what is 
required for success” (p. 310). One issue that comes up with regard to mindfulness 
interventions in schools is the fact that not all teachers or grades participate in 
mindfulness interventions, which can create a disconnected experience for students. The 
authors describe this scenario as it relates to SEL programs: “…when different 
elementary schools in a district use different approaches to instruction…educators must 
be concerned with how these come together in middle school” (p. 310).  
The potential disconnect within and across schools is only one factor contributing 
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to the success of implementation: “Too often, it is assumed that evidence-based programs 
can be ‘plugged in’ and then work effectively. How academic and social-emotional 
development programs fit with one another and with the rest of the school day matters a 
great deal to learners” (p. 310). This statement echoes the language of Kabat-Zinn (2003), 
who also used the term “plugged in” to describe how well-intentioned people often 
integrate mindfulness into their lives or organizations. Elias et al. (2013) believe that 
capturing the story of the implementation process is critical for success and for helping 
others who are aiming to achieve similar goals: “Skills need to be honed to capture 
exactly what implementers are doing and how they are doing it…Yet, documenting such 
efforts is rarely recognized as an important professional role” (p. 315). The authors go on 
to express the importance that these descriptions need to “…emphasize capturing and 
explicating how programs operate under real-world conditions. The resulting rich, 
practitioner-based descriptions give significant guidance to all those who are trying to 
navigate their way through the swirling currents and undertows of innovation waters” (p. 
315).  
The Concept of Mindfulness 
According to the American Mindfulness Research Association (AMRA), the 
number of published studies focusing on mindfulness has experienced a notable surge 
from one published article in 1981, to 674 in 2015. Though widely varying in rigor and 
primary focus (or discipline), the AMRA aggregates approximately 40-50 articles per 
month, with 49 studies published in February 2016 alone (“AMRA Database; 
Mindfulness journal publications by year, 1980-2015,” 2016). While this is an exciting 
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time for the field, it also presents an important opportunity to carefully review the 
research to determine where there are notable gaps in our knowledge of mindfulness, as 
well as to critically evaluate significant methodological deficiencies which may alter the 
interpretations of the research.  
Bishop et al. (2004) suggest a proposed operational definition of mindfulness. 
According to Rapgay and Bystrisky (2009), Bishop et al.’s (2004) operationalized 
description of mindfulness “is probably the most accurate representation of a Buddhist 
version of mindfulness to date in the field of psychology” (p. 151). That said, Rapgay and 
Bystrisky (2009) contend that the Bishop et al. (2004) article fails to “differentiate 
adequately between attention and awareness, the key defining features of mindfulness in 
terms of state and function” (p. 151). The concepts outlined in Bishop et al. (2004) form 
the foundation for most mindfulness interventions. The authors’ “two-component model” 
identifies 1) self-regulation of attention, and 2) orientation of experience as the 
overarching and primary components of mindfulness:  
Mindfulness begins by bringing awareness to current experience – observing and 
attending to the changing field of thoughts, feelings, and sensations from moment 
to moment – by regulating the focus of attention. This leads to a feeling of being 
very alert to what is occurring in the here-and-now. It is often described as a 
feeling of being fully present and alive in the moment. (p. 232) 
The authors go on to describe the first aspect of their two-component model, regulation 
of attention: 
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The self-regulation of attention also fosters non-elaborative awareness of 
thoughts, feelings, and sensations as they arise. Rather than getting caught up in 
ruminative, elaborative thought streams about one’s experience and its origins, 
implications, and associations, mindfulness involves a direct experience of events 
in the mind and body. (p. 232) 
Bishop et al. (2004) describe what other scholars confirm, which is that the goal of 
mindfulness is not thought suppression (Rechtschaffen, 2014, p. 60). For example, during 
a breathing meditation, pleasant, unpleasant, or neutral thoughts that inevitably arise in 
the mind are simply to be observed or noted; then, one can return to focusing on one’s 
breath, or whatever object of focus is being used (e.g., a sound, an image, etc.).  
With regard to the second aspect of the model, orientation of experience, Bishop 
et al. (2004) contend the following: 1) the aim of mindfulness is not relaxation, 2) it is 
critical to maintain an “attitude of curiosity” about one’s thoughts, 3) mindfulness is a 
metacognitive skill, 4) it is important to view mindfulness as a form of acceptance, 5) 
mindfulness is positively correlated with emotional awareness, 6) thoughts and feelings 
are passing events in the mind rather than inherent aspects of the self or valid reflections 
of reality, 7) rumination appears to play a central role in exacerbating negative affect, and 
8) we spend much of our lives comparing what is to what is desired, and therefore devote 
our time and energy attempting to eliminate this discrepancy (pp. 232-236).  
Another highly influential conceptual framework is offered by Jon Kabat-Zinn 
(2003). As stated in Chapter 1, Jon Kabat-Zinn is one of the most well-known figures in 
the area of mindfulness research; as such, he often releases commentaries on his 
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interpretations of what constitutes mindfulness. In a 2003 article published by the 
American Psychological Association, Kabat-Zinn addresses a then-recent meta-analysis 
conducted by Baer (2003) which looked critically at mindfulness as a clinical 
intervention for adults. Specifically, Baer (2003) was addressing the use Mindfulness 
Based Stress Reduction (MBSR), and, in addition to suggesting positive findings, Baer 
presented a host of methodological issues (to be discussed later in this chapter). Kabat-
Zinn’s (2003) commentary on Baer’s (2003) meta-analysis is his attempt to clarify his 
own thoughts about mindfulness in light of the growing body of research on mindfulness 
and expanded interest in the topic.  While in agreement with Baer (2003) regarding the 
seriousness of the methodological concerns present in numerous studies, Kabat-Zinn 
(2003) contends, “When a field is in its infancy, it is not uncommon for the first 
generation of studies to be more descriptive…rather than definitive demonstrations of 
efficacy” (p. 145). Although this article was written in 2003, studies published as recently 
as 2016 make similar claims about the nascent nature of the field.  
Though Kabat-Zinn himself is not a Buddhist, he does have strong opinions about 
expressing reverence for the guiding principles that began the dialogue about mindfulness 
2,500 years ago. In his commentary, Kabat-Zinn (2003) describes the then-current state 
of mindfulness interventions as being “decontextualized and ‘plugged’ into a behaviorist 
paradigm with the aim of driving desirable change, or of fixing what is broken” (p. 145). 
According to Bishop et al.’s (2004) operational definition and conceptual framework, the 
purpose of mindfulness is not to “fix” anything (rather, it is to observe and accept). The 
objective of classical mindfulness, however, is to alleviate suffering. Scholars such as 
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Terry Hyland (2015) draw attention to the apparent absurdity of using mindfulness to 
train soldiers to be more skillful on the battlefield. Certainly, the safety of soldiers and 
national security is of critical importance to many Americans, but the use of mindfulness 
to enable accuracy on the front lines to achieve these ends is not in congruence with the 
roots of mindfulness, which, Kabat-Zinn (2003) asserts, are “always nested within a 
larger conceptual and practice-based ethical framework oriented towards non-harming” 
(p. 146).  
 Kabat-Zinn (2003) is also very clear about the fact that mindfulness is not 
something that can be easily mastered, despite the media’s promises of a quick fix for 
life’s ailments:  
Mindfulness is not merely a good idea such that, upon hearing about it, one can 
immediately decide to live in the present moment, with the promise of reduced 
anxiety and depression and heightened performance and life satisfaction, and then 
instantly and reliably realize that state of being. Rather, it is more akin to an art 
form that one develops over time, and it is greatly enhanced through regular 
disciplined practice, both formally and informally, on a daily basis. (p. 148) 
Additionally, Kabat-Zinn (2003) stresses that mindfulness is not something that one 
should teach to others without having extensive preparation, accompanied by an existing 
personal mindfulness practice. This concept is woven throughout the literature, as there is 
debate (both empirical and philosophical) as to whether or not, and to what extent, 
teachers need to have their own meditative practice to be effective leaders of mindfulness 
interventions in their classrooms. 
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Mindfulness…cannot be taught to others in an authentic way without the 
instructor’s practicing it in his or her own life. Mindfulness meditation is not 
simply a method that one encounters for a brief time at a professional seminar and 
then passes on to others for use as needed when they find themselves tense or 
stressed. (p. 149) 
Based on anecdotal evidence gleaned from friends and colleagues (including educators 
and administrators), it is evident that a reasonable amount of information about 
mindfulness is being disseminated via the media, primarily through online news stories 
and articles and television news programs. Many of these stories offer a “quick fix” 
approach to mindfulness, when, in actuality, it requires careful cultivation and 
commitment.  
Mindfulness for Adults:  
 This section explores well-known and widely cited studies about mindfulness 
interventions with adults. I begin by introducing Mindfulness-Based Stress Reduction 
(MBSR), as it is a common intervention employed across studies (including clinical 
studies with youth). Rather than organizing the review by topic area (e.g., medicine, 
mental health, neuroscience, etc.), the material is presented based on the type of 
intervention.    
Mindfulness-Based Stress Reduction (MBSR) 
In 1979, when Jon Kabat-Zinn founded the Stress Reduction Clinic at the 
University of Massachusetts Medical School, the term “mindfulness” was not part of the 
healthcare lexicon; as time progressed and mindfulness steadily made its way into 
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mainstream American culture, Kabat-Zinn’s clinical work became known as 
Mindfulness-Based Stress Reduction (MBSR) – a clinical practice that is widely used 
today in a variety of contexts, in addition to being a common intervention in research 
studies on mindfulness. In the early years of MBSR, Kabat-Zinn would see treatment-
resistant patients (in other words, patients who were not responding to Western 
medicine), and used mindfulness as an adjunct treatment to ameliorate their conditions. 
Today, MBSR is typically an eight-week program (offered both in-person and also 
online) for patients suffering from various ailments. The MBSR curriculum includes the 
following elements as described by Jon Kabat-Zinn (1982) in his first article on the topic. 
At the time of Kabat-Zinn’s (1982) study, MBSR was referred to as the Stress Reduction 
and Relaxation Program (SR&RP):  
• Formal mindfulness practices6:  
o Body Scan Meditation (originally called “Sweeping”): a gradual 
sweeping through the body from feet to head with the attentional 
faculty, focusing on proprioception, and with periodic suggestions of 
breath awareness and relaxation; usually practiced in the supine 
position 
o Sitting Meditation: Mindfulness of breath and other perceptions; this 
form was practiced sitting in a chair or on a cushion on the floor  
o Hatha Yoga Postures: The yoga introduced a dimension of meditative 
                                               
6 Walking meditation, which was briefly described in Chapter 1, was later added to the 
curriculum. 
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exercise designed to reverse disuse atrophy of the musculoskeletal 
system while developing mindfulness during movement; although 
hatha yoga per se is not a traditional mindfulness technique, it was 
taught emphasizing mindfulness  
• Informal mindfulness practices: awareness of pleasant and unpleasant events, 
routine events, interpersonal communications, repetitive cognitions and 
emotions and their relationship to bodily sensations and habitual actions and 
behaviors in everyday life 
• Didactic instruction, group discussion, and “homework” assignments (i.e., 
meditation) (p. 36)  
Some of the earliest research on the effects of SR&RP/MBSR was conducted in 
the 1980s by Jon Kabat-Zinn. In a 1982 study, Kabat-Zinn used the SR&RP to treat a 
group of 51 people suffering from chronic pain (18 males and 33 females, ages 22 to 75). 
The patients, who were all referred by their physicians, participated in the (then) 10-week 
program, which featured two hours of intervention practices each week. Patients were 
primarily suffering from low back pain, upper back and shoulder pain, cervical pain, and 
headache (p. 38). The primary goal of the study was to assist patients in developing 
heightened self-regulation; it was hypothesized that the intervention would help relieve 
pain symptoms, but it was most important for patients to learn to respond differently to 
their pain. Using mindfulness techniques such as the body scan, breathing meditation, 
and Hatha yoga, patients sharpened their attentional skills and stance; the goal of this 
intervention was to “uncouple the sensory component of the pain from the affective and 
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cognitive dimensions” (p. 35). Key elements of the program included:  
1) a group format, 2) expectation of relief, 3) non-goal orientation (i.e., patients 
were to assume a paradoxical non-striving stance), 4) self-responsibility, 5) 
high demand characteristics (i.e., this was going to take a lot of work on the 
part of the patient), 6) spectrum of meditation techniques, 7) didactic material, 
8) finite duration, 9) long-term perspective (i.e., this study was just one step 
towards realizing their health and wellness goals), 10) “advanced” program 
(i.e., patients had already done some work with SR&RP and wished to 
continue), and 11) low cost (the program cost $100 per participant). (pp. 37-
38) 
To begin the study, Kabat-Zinn conducted interviews to 1) determine the baseline status 
of the patients, and 2) to ascertain patients’ relative experience of pain from a 
psychological perspective. A number of self-report pain measures were also used to 
gather data at the beginning of the study, including the McGill-Melzack Pain Rating 
Index (PRI), the Body Parts Problem Assessment Scale (BPPA), a three-color 
Dermatome Pain Map (DPM), and a Table of Levels of Interference (pp. 38-39). Other 
measures not directly related to pain were also used, including the Profile of Mood States 
(POMS) and the Multidimensional Health Locus of Control (MHLC) instrument (p. 39). 
Patients completed follow-up measures 2.5, 7, and 11 months post-intervention. The 
following is a description of the findings:   
The most striking observation was that the majority of patients experienced 
considerable improvement in their conditions over the course of the 10-week 
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training program. Improvement was observed for all categories of chronic pain. 
Most of the pain reduction and affect improvement was maintained on follow-up 
at 2.5, 4, and 7 months…More than 50% of the patients reported greater than or 
equal to 33% reduction in both present pain (PRI) and general body problems 
(BPPA), and approximately 50% were in the ‘moderate to great’ improvement 
category…Patients also reported “a shift to greater vigor and reduced fatigue, 
confusion, depression, and tension.” (pp. 43-45)  
Study limitations included the lack of an active control group and heavy reliance on self-
report measures.  
 As a follow up to Kabat-Zinn’s (1982) study, Kabat-Zinn, Lipworth, and Burney 
(1985) conducted a 10-week SR&RP course for 90 patients suffering from low back, 
neck, shoulder, arm, leg, facial and multiple-site pain, headaches (migraine and tension), 
and peripheral nerve problems (p. 167). Participants engaged in SR&RP classes for two 
hours each week and were expected to meditate for at least 45 minutes per day, six days 
per week (p. 167). Hatha yoga was also included in the curriculum. The comparison 
group consisted of patients who were experiencing pain and were being treated but did 
not receive the intervention. The results of the study “suggest that mindfulness meditation 
training…can be highly effective in reducing self-reports of both pain and pain-related 
behaviors in the majority of the patients referred…for chronic pain” (p. 182). Further, 
Kabat-Zinn et al. (1985) found that “The relative degree of improvement was 
independent of the referral source, pain severity, diagnosis, and gender” (p. 183). Patients 
reported that their pain “is ‘still there’ but that their relationship to it has changed, i.e., 
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there is less fear of pain, less self-pity, and less willingness to let pain or fear of pain 
restrict activity” (p. 184).  
One of the most well-known studies of MBSR, conducted by Davidson et al. 
(2003) examined the effect of mindfulness meditation on electrical activity in the brain 
(EEG), as well as immune function. The intervention/meditation group consisted of 25 
randomly assigned participants, with a wait-list control group of 16 participants; the 
intervention group completed an 8-week MBSR course. Electrical brain activity was 
measured before, immediately after, and four months post-treatment. Additionally, at the 
conclusion of the eight-week intervention period, the influenza vaccine was administered 
to both the intervention and control groups. The EEG was administered by placing probes 
at 27 different points on the scalp, including eight probes linked to the ears; the EEG 
results were recorded “during a 1-minute period before and a 3-minute period after 
subjects wrote about one of the three most positive and negative experiences in their life” 
(p. 565). Participants also completed the Positive and Negative Affect Schedule 
(PANAS) scale and the Speilberger State-Trait Anxiety Inventory form, in addition to 
maintaining a log of how frequently, and for how long, they meditated.  
The results of this study are particularly compelling because Davidson et al. 
(2003) used biological measures to assess the efficacy of the treatment. (Several articles 
appearing later in this review indicate that biological/physiological data would provide 
much stronger evidence of success of MBSR or mindfulness interventions in future 
studies.) The results of this particular study were reported as follows:  
We report for the first time significant increases in left-sided anterior activation, a 
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pattern previously associated with positive affect, in the meditators compared to 
the non-meditators. We also found significant increases in antibody titers to 
influenza vaccine among subjects in the meditation group compared with those in 
the wait-list control group. Finally, the magnitude of increase in the left-sided 
activation predicted the magnitude of antibody titer rise to the vaccine. (p. 564) 
In other words, participants in the MBSR group experienced neuroplasticity (the ability 
for brain structure and function to change), which enhanced positive affect. Additionally, 
the changes in the brain appeared to affect immune function, which is a critical finding 
when discussing the evidence for the physiological benefits of MBSR.  
Kabat-Zinn et al. (1998) used an MBSR intervention with 37 participants (20 
women, 17 men) who had moderate to severe psoriasis, which is a visible skin condition 
often treated with phototherapy (UVB) or photochemotherapy (PUVA) (p. 625). The 
intervention group listened to audio recordings of mindfulness meditation exercises 
while they were undergoing light treatment aimed to reduce the appearance of skin 
deformity. In order to provide accurate measurement of the state of the patients’ 
conditions before and after treatment, three measures were put into place: 1) direct 
inspection by unblinded clinic nurses, 2) direct inspection by physicians blinded to the 
patient’s condition (audiotape vs. no tape), and 3) blinded physician evaluation of 
photographs of psoriasis lesions (p. 625). The authors’ hypothesis was as follows:  
The focused attention characteristic of a mindfulness meditation-based stress 
reduction experience would enhance relaxation and a sense of participatory 
agency on the part of the patients during their treatments, and might result in the 
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reduction or reversal of possible stress-related emotional and cognitive factors 
contributing to the exacerbation of the subject’s condition. (p. 626) 
For the meditation group, it was demonstrated that “…the rate of skin clearing in patients 
with moderate to severe psoriasis can be accelerated when subjects engage in audiotape-
guided, meditative stress reduction exercise during their UVA or PUVA treatment 
sessions” (pp. 629-630). Kabat-Zinn et al. (1998) mention that 12 participants dropped 
out of the study, but contend that their statistical analyses show that the probability 
(emphasis by the author) of those participants’ clearing of symptoms “would have 
approached 100 percent” had they completed treatment (p. 630). This study must be 
viewed with caution, as many other factors could have been attributable to the reversal of 
the physical symptoms of psoriasis.  
Hozel et al. (2011) conducted a controlled longitudinal study “to investigate pre-
post changes in brain gray matter concentration” after participating in an MBSR program 
(p. 36). Anatomical magnetic resonance (MR) images from 16 healthy non-meditators 
were obtained before and after participating in the 8-week MBSR program. Changes in 
gray matter concentration were investigated using voxel-based morphometry7 (p. 36). To 
control for past meditation experience, the authors imposed the following inclusion 
criteria: no meditation classes in the past six months, no more than four classes in the past 
five years or ten classes in a participant’s lifetime. Mindfulness-Based Stress Reduction 
classes spanned 2.5 hours per week, plus one full day during week six; participants were 
                                               
7 Voxel-based morphometry (VBM) is a neuroimaging analysis technique that allows 
investigation of focal differences in brain anatomy, using the statistical approach of statistical 
parametric mapping. 
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provided with audio recordings of 45-minute guided mindfulness exercises. In addition to 
biological tests, participants also took the Five Facet Mindfulness Questionnaire (FFMQ) 
to assess five factors of mindfulness: observing, describing, acting with awareness, non-
judging of inner experience, and non-reactivity to inner experience (p. 38). Over the 
course of the 8-week period, participants reported spending an average of 22.6 hours 
working on these exercises.  
For the MBSR group, post-intervention imaging “confirmed increases in gray 
matter concentration within the left hippocampus…Whole brain analyses identified 
increases in the posterior cingulate cortex, the temporo-parietal junction, and the 
cerebellum”; these regions of the brain are involved in “learning and memory processes, 
emotion regulation, self-referential processing, and perspective taking” (p. 36). As briefly 
mentioned in Kabat-Zinn et al. (1998), this type of alteration in brain structures is now 
known as neuroplasticity; what were once thought to be unchangeable parts of the 
neurological anatomy have been demonstrated to change in response to certain stimuli, 
such as an MBSR intervention. Hozel et al. (2011) point out that there are other elements 
of MBSR, aside from explicit exercises in mindfulness (e.g., group dynamics), that may 
influence the experience of participants (p. 42).  
Mindfulness-Based Stress Reduction has been shown to assist in the amelioration 
of myriad health conditions, yet it can also be beneficial for healthy populations. Chiesa 
and Serretti (2009) conducted a meta-analysis to determine the effects of MBSR on 
healthy adults. The authors researched articles dating back to 1979 (when Jon Kabat-Zinn 
first created the Stress Reduction Clinic) and identified over 150 potential articles for 
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analysis. Of those 150 articles, only ten were considered in the analysis; subjects had to 
be healthy, measured by validated scales for stress, and have an active or wait-list control 
group (p. 594). Upon analysis, the authors reported that “findings consistently showed 
that MBSR provided a significant nonspecific effect on reduction of stress levels in 
comparison with no treatment healthy subjects” (p. 598). That said, the authors go on to 
state: “It is still not possible to argue which is the specific ‘active ingredient’ of MBSR, 
in particular if it is the often-claimed ‘mindfulness’ itself, because MBSR is a multimodal 
program that involves many active components (p. 598). Chiesa and Serretti (2009) 
recommend that more studies are conducted that assess the long-term effects of MBSR, 
as most studies typically follow up with participants three months post-intervention. The 
authors also point out that most subjects were Caucasian females, which is a critique that 
arises several times in this review. The potential benefit of mindfulness for healthy 
subjects is important to consider, as every school is comprised of staff and students who 
are experiencing varying levels of stress.   
 Based on the success of MBSR, clinicians and researchers adapted the MBSR 
curriculum to create Mindfulness-Based Cognitive Therapy (MBCT), which combines 
traditional cognitive therapy (aimed at changing distorted or negative patterns of thought) 
with mindfulness exercises. Kuyken et al. (2008) conducted a 2-group randomized 
control trial and demonstrated that patients with recurrent depression showed more 
significant signs of improvement with MBCT than the Treatment as Usual (TAU) control 
group (i.e., the group that relied on the use of antidepressant medication and existing 
therapy alone). In MBCT: 
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Participants learn to recognize “automatic pilot” modes, step out of these modes 
and respond in healthier ways by intentionally moving into a mode in which they 
decenter from negative thoughts/feelings (e.g., by learning that “thoughts are not 
facts”), accept difficulties with a stance of self-compassion, and use bodily 
awareness to ground and transform their experience. (p. 968) 
The treatment included mindfulness-based practices (such as the body scan), sitting 
meditation, and yoga; participants also had to practice 40 minutes of daily meditation at 
home. The results of Kuyken et al. (2008) demonstrate that “MBCT was more effective 
than m-ADM [the control] in reducing residual depressive symptoms and psychiatric 
comorbidity and in improving quality of life in the physical and psychological domains” 
(p. 966). If fact, at the conclusion of the intervention, 75% of intervention participants (46 
patients), under very close clinical care, were able to suspend the use of antidepressant 
medication altogether (p. 975).  
Chambers, Lo, and Allen (2008) studied a non-clinical group of 20 novice 
meditators before and after they attended an intensive 10-day mindfulness meditation 
retreat. The authors hypothesized that participation in the retreat would lead to enhanced 
cognitive and affective functioning. Evaluations were conducted via self-report tools 
designed to measure mindfulness, rumination, and affect. Performance tasks were also 
employed to assess working memory, sustained attention, and attention switching (p. 
303). Assessments were conducted “immediately” before the retreat and at another point 
sometime between 7-10 days after the conclusion of the retreat; the authors intentionally 
provided a buffer between the intervention and follow-up measurements so the 
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assessment would be made once participants had “readjusted” to their daily lives (p. 308). 
Scales used for self-report assessment included the Mindful Attention Awareness Scale 
(MAAS), the Ruminative Responses Scale (RSS), a subscale of the Response Styles 
Questionnaire (RSQ), the Beck Depression Inventory (DBI), the Beck Anxiety Inventory 
(BAI), and the Positive and Negative Affect Schedule (PANAS). Performance measures 
included the Digit Span Backward (DSB) subscale of the Wechsler Adult Intelligence 
Scale (WAIS III), which measures working memory. Participants also completed the 
Internal Switching Task (IST) which measured “capacity for sustained attention and 
switching effects” (i.e., using reaction time to measure how one’s attention switches from 
object to object) (p 309).  
Chambers et al. (2008) report the results of the study: “The benefits of the 
mindfulness training were reflected in significantly reduced self-reported depressive 
symptoms, reflective rumination, and negative affect, and improvement on some indices 
of executive cognitive function,” relative to the comparison group that did not participate 
in the retreat (p. 315). The authors report that there was “weak” evidence showing any 
effect on anxiety as measured by the BAI (p. 312). Also, the researchers found that “the 
amount of meditation practice a person had completed significantly predicted decreased 
RSS reflection scores” (i.e., rumination) (p 315). Yet, in a subsequent paragraph, the 
authors contend that “it was not possible to control or directly assess the amount of actual 
meditation practice engaged in during the course” (p. 315).  There is always a possibility 
that participants’ may have (consciously or unconsciously) altered their self-reported 
data, particularly with regard to the duration of time spent meditating.  
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Zeidan, Johnson, Diamond, David, and Goolkasian (2010) explored whether or 
not brief mindfulness training could produce the same positive effects on executive 
functioning (e.g. cognition) and mood as long-term mindfulness mediation. The 
participants were 63 students from the University of North Carolina, Charlotte who 
volunteered for the study to fulfill a portion of their General Psychology requirements. 
Participants were all interested in learning about meditation, but none had prior 
experience meditating. Students were randomly assigned to either the meditation 
intervention (n = 24) and the remainder (n = 25) were assigned to the active control 
group. Of the intervention group, 67% of the participants were Caucasian; 63% were 
female. A facilitator with 10 years of experience providing meditation training led the 
intervention group, which was split into smaller groups of 3-5 participants each, in four 
sessions of extended mindfulness meditation. Conversely, the control group was 
instructed to simply listen to the audiotape of J.R.R. Tolkein’s The Hobbit, while sitting 
quietly, turning off their cell phones and any other electronic devices. A facilitator 
monitored the apparent attentiveness of the participants (though it appears no data about 
the participants’ attentiveness was collected – or at least it was not included in the 
discussion).  
To measure outcomes, Zeidan et al. (2010) used the Freiburg Mindfulness 
Inventory, the State Anxiety Inventory, CES-D, and the Profile of Mood States on the 
first day of the intervention. Participants also completed tasks designed to measure 
cognitive ability, such as the Controlled Oral Word Association Test, which measures 
verbal fluency. The Wechsler Adult Intelligence Scale – Revised (WAIS-R) was used to 
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measure “immediate memory span”; the “computer adaptive n-back task” was employed 
to assess working memory (p. 600). The results reported here suggest that a brief period 
of mindfulness meditation can be quite effective: 
Both interventions were effective at improving mood but only brief meditation 
training reduced fatigue, anxiety, and increased mindfulness. Moreover, brief 
mindfulness training significantly improved visuo-spatial processing, working 
memory, and executive functioning. Our findings suggest that four days of 
meditation training can enhance the ability to sustain attention. (p. 597) 
While these results are promising, it is important to note that this was a self-selecting 
sample of participants who had already expressed interest in mindfulness prior to the 
study. On the other hand, a strength of the study was the use of task-based evaluations to 
complement self-report measures. Also, because of the short duration of the study, it is 
plausible that unrelated events that took place during the brief intervention timeframe 
influenced the outcomes.   
 
Mindfulness for Children and Adolescents:  
Clinical Mindfulness Interventions: 
 Though there is an abundance of research on the benefits of mindfulness for 
adults, there is still relatively little research on the effects of mindfulness on youth 
(Chiesa & Serretti, 2010). It is important to note that the research on mindfulness that has 
been shown to be effective for adults cannot necessarily be translated into the same 
outcomes for children and adolescents. Though the goals, traits, and practice of 
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mindfulness are similar for different populations, scholars warn that it is unwise to 
attempt to generalize the experience of mindfulness across populations, particularly when 
there are dramatic differences in physical, emotional, and cognitive maturity, as exists 
between adults and youth.  
A major concern facing today’s youth is the prevalence of mental health disorders 
among children and adolescents. The National Institute of Mental Health (2016) reports 
that “just over 20% of children (one in five) currently, or at some point in their life, have 
had a seriously debilitating mental disorder” (“NIH Statistics,” 2016). Lifetime 
prevalence for mental illness for 13-18 year-olds is 46.3%; 21.4% present disorders that 
are “severe” (“NIH Statistics,” 2016). For children ages 8-15 years, the most common 
disorder is attention-deficit/hyperactivity disorder (8.5%), followed by mood disorders 
(3.7%), and major depression disorder (2.7%) (“NIH Statistics,” 2016). Another major 
(and potentially related) concern for today’s youth is the growing prevalence of bullying. 
The U.S. Department of Education and the National Center for Education Statistics 
(2015) report the following: 
In 2013, about 22 percent of students ages 12–18 reported being bullied at school 
during the school year. Of students ages 12–18, about 14 percent reported that 
they were made fun of, called names, or insulted; 13 percent reported being the 
subject of rumors; 4 percent reported being threatened with harm; and 2 percent 
reported that others tried to make them do things they did not want to do. About 4 
percent of students reported being excluded from activities on purpose, 2 percent 
reported that their property was destroyed by others on purpose, and 6 percent 
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reported that they were pushed, shoved, tripped, or spit on. Of those students who 
reported being pushed, shoved, tripped, or spit on at school, about 21 percent 
reported injury as a result of the incident. Students' reports of being bullied at 
school varied by student and school characteristics. In 2013, a higher percentage 
of females than of males ages 12–18 reported being bullied at school during the 
school year (24 vs. 19 percent). Also, higher percentages of females than of males 
reported that they were made fun of, called names, or insulted (15 vs. 13 percent); 
were the subject of rumors (17 vs.10 percent); and were excluded from activities 
on purpose (5 vs. 4 percent). In contrast, a higher percentage of males (7 percent) 
than of females (5 percent) reported being pushed, shoved, tripped, or spit on. 
(“NCES Bullying,” 2015).  
The U.S. government has passed anti-bullying legislation, requiring schools to have 
programs in place that address this pervasive and very serious issue. One could 
hypothesize that mindfulness could help deter bullying or lessen its detrimental effects, 
either by helping students who are struggling with anger management to develop 
heightened self-awareness and control, and/or to assist students who are being bullied 
process their emotions. Though this link has yet to be demonstrated through empirical 
research, as mentioned in Chapter 1, the federal government already recognizes 
MindUP™, a combined SEL and mindfulness program, as being an acceptable 
intervention to fulfill the anti-bullying program requirement in schools. Clearly, today’s 
youth are struggling with myriad issues, as evidenced by the prevalence of issues related 
to mental health and the pervasiveness and toxicity of bullying. Add to these very serious 
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problems high-stakes testing, and it is evident why one might make a case for expanding 
the research on mindfulness in schools to determine if, and to what extent, mindfulness 
programs can address these concerns.  
 One argument for introducing mindfulness into the lives of children at an early 
age (as early as pre-kindergarten) is seminal research demonstrating that early childhood 
experiences can significantly influence functioning and success later in life. Moffitt et al. 
(2010) conducted a 32-year longitudinal study, following a cohort of 1,000 children from 
birth to age 32. The authors found that childhood self-control, in particular, “predicts 
physical health, substance dependence, personal finances, and criminal offending 
outcomes” (p. 2963). In this study, self-control is referring to impulsivity, 
conscientiousness, self-regulation, delay of gratification, inattention-hyperactivity, 
executive function, willpower, and intertemporal choice8 (p. 2963). Moffitt et al. (2010) 
gathered reports from researcher-observers, teachers, parents, and the participants at ages 
3, 5, 7, 9, 11, 13, 15, 18, 21, and 32. Data obtained in early adolescence was correlated 
with a higher likelihood of making “mistakes” later in adolescence (e.g., dropping out of 
school, becoming a teenage parent, etc.) (p. 2694). When the participants reached the age 
of 32, a battery of physical tests were administered to evaluate “cardiovascular, 
respiratory, dental and sexual health” (p. 2694). Qualitative interviews were also 
conducted to determine if the participants were depressed and/or abused substances. 
Interestingly, poor self-control in childhood did not correlate to depression later in life, 
                                               
8 Intertemporal choice is the study of how people make choices about what and how much to do 
at various points in time, when choices at one time influence the possibilities available at other 
points in time.  
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though it did indicate an “elevated risk” for substance dependence (p. 2694). Moffitt et al. 
(2010) argue that self-control in children should be a “key consideration for 
policymakers,” which is relevant to this study because mindfulness aims to assist with 
developing better self-control (p. 2693). Another noteworthy point made by the 
researchers is the argument in favor of universal interventions as they “avoid stigmatizing 
anyone” (p. 2697). This is something to consider as mindfulness researchers debate 
whether or not universal or targeted mindfulness interventions are most appropriate in 
schools.  
In addition to self-control, stress across the lifespan has also been shown to affect 
the brain, cognition, and behavior. According to Lupien, McEwen, Gunnar, and Heim 
(2009), “research now relates exposure to early-life stress with increased reactivity to 
stress and cognitive deficits in adulthood, indicating that the effects of stress at different 
periods of life interact” (p. 434). In particular, the brain’s hippocampus, amygdala, and 
frontal lobes are susceptible to change due to stress (as we’ve seen in studies 
demonstrating neuroplasticity with adults) (p. 434). Lupien et al. (2009) indicate that 
adolescence is a particularly significant time for changes in brain activity due to stress: 
“…the adolescent human brain might be especially sensitive to the effects of elevated 
levels of glucocorticoids9 and, by extension, to stress” (p. 438). The authors also go on to 
describe that changes in brain function can explain why psychological disorders, such as 
depression and anxiety, become more common in adolescence. This finding supports the 
                                               
9 Glucocorticoids (GCs) are a class of corticosteroids, which are a class of steroid or “stress” 
hormones.  
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argument that mindfulness interventions for adolescents could have potential benefits, as 
the brain is still particularly sensitive to stress, yet remains malleable.   
The American Academy of Pediatrics released a report by medical doctors Jack P. 
Shonkoff and Andrew S. Garner in 2010 entitled The Lifelong Effects of Early Childhood 
Adversity and Toxic Stress which states:  
Altered brain architecture in response to toxic stress in early childhood could 
explain, at least in part, the strong association between early adverse experiences 
and subsequent problems in the development of linguistic, cognitive, and social-
emotional skills, all of which are inextricably intertwined in the wiring of the 
developing brain. (Shonkoff & Garner, 2010) 
Like Moffitt et al. (2010) and Lupien et al. (2009), Shonkoff and Garner (2010) explore 
the potentially dire consequences of stress experienced in early childhood:  
Toxic stress in early childhood not only is a risk factor for later risky behavior but 
also can be a direct source of biological injury or disruption that may have 
lifelong consequences independent of whatever circumstances might follow later 
in life. (p. e238) 
In other words, even if a child’s life circumstances improve dramatically, effects from 
early life toxic stress may be, to some degree, irreversible.  
There have been several well-cited studies of mindfulness interventions for 
clinical adolescent populations. Semple, Lee, Rosa, and Miller (2009) conducted a study 
of children using MBCT-C (“-C” indicates the adaptation for children) and describe why 
the modifications had to be made:  
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(a) Adult psychotherapies depend largely on the patient’s ability to apply abstract 
thinking and logical analysis. Children use more concrete operational modes of 
thinking (Piaget, 1962) and the cognitive-elaborative component of childhood 
anxiety may be less prominent, (b) because latency age children have limited 
verbal fluency, abstract reasoning, and conceptualization skills, they may better 
engage in psychotherapy when games, activities, and stories are integrated into 
treatment protocols, and (c) educational programs using a variety of multisensory 
approaches have been shown to improve student achievement in elementary 
school settings. (p. 222) 
With those points in mind, Semple et al. (2009) conducted a randomized trial of 25 
children, ages 9-13, who participated in an MBCT-C intervention over the course of a 12-
week program that consisted of weekly 90-minute sessions. Traditional MBCT uses three 
predominant types of mindfulness training practices (breathing meditation, body scan, 
and mindful movement [yoga postures]); these exercises were adapted for children in the 
study based on the rationale described earlier in this section. Slight structural 
modifications to MBCT were made: MBCT is typically eight weeks; MBCT-C is a 12-
week program; longer (20-40 minute) sitting meditations typically conducted in MBCT 
were replaced with shorter (3-10 minute) but more frequent exercises, and the children’s’ 
groups consisted of eight children and one (or sometimes two) therapists, whereas MBCT 
is typically conducted in groups of 12 adults with one therapist (p. 222).  
A unique feature of Semple et al. (2009) was the involvement of parents. 
Participants’ parents were invited to an “Introduction to Mindfulness” session prior to the 
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start of the program and were also invited to join two sessions with their children and 
their therapist(s). Additionally, parents were invited to participate in mindful breathing 
and eating exercises; they were also encouraged to participate in mindfulness activities 
with their children at home in an effort to “model mindful intentions, speech, and 
behaviors” (p. 223). At the conclusion of the study, a “Review and Dialogue” session was 
held so parents could de-brief their experience. Another noteworthy aspect of this study is 
that parents were encouraged to think of ways that they could sustain and nurture 
mindfulness practices at home after the conclusion of the study.  
This particular cohort of children, recruited from a remedial reading program, 
represented an inner-city population displaying “some indicators” of stress and/or 
anxiety. Children were assessed pre-, post-, and three months post-intervention using 
various measures including the Child Behavior Checklist, the State-Trait Anxiety 
Inventory for Children, and the Multidimensional Anxiety Scale for Children. Results of 
the study indicate that “MBCT-C is effective in reducing attention-related problems and 
shows promise in managing anxiety symptoms and behavior problems in children with 
clinically elevated levels of anxiety” (p. 226). In other words, the authors could only find 
significant differences in reported anxiety in the six participants who exhibited clinical 
anxiety issues prior to the start of the study. Results obtained at the three-month follow-
up period demonstrated sustained improvement. Another important conclusion in this 
study is that “nearly all the participants and their parents reported that the program was 
useful and beneficial to them at school, at home, or in both environments” (p. 228). This 
information is often referred to as “acceptability,” and is common in studies on 
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mindfulness interventions with youth.   
Biegel, Brown, Shapiro, and Schubert (2009) conducted a randomized clinical 
trial to examine MBSR as a treatment for adolescent psychiatric outpatients – the first 
randomized clinical trial designed to use MBSR for this particular population. A sample 
of 102 adolescents (ages 14-18; average age = 15.35) were recruited from an outpatient 
psychiatric facility to participate in this 2 (experimental vs. wait-list control) by 3 (pre-
test, post-test, and 3-month follow-up) mixed factorial design study. The participants 
were primarily female (73.5%) and Caucasian (45.1%) and were predominantly 
diagnosed with mood (49%) and anxiety (30.4%) disorders. True to the MBSR format, 
the participants engaged in an eight-week program, with weekly sessions lasting two 
hours each. It should be noted that the MBSR treatment was considered an “adjunct” 
treatment to the participants’ ongoing psychiatric care. Self-report measures of mental 
health were used to evaluate participants: The Perceived Stress Scale (PSS), the 
State/Trait Anxiety Inventory (STAI), the Hopkins Symptom Checklist 90 (Revised) 
(SCL-90-R), and the Rosenberg Self-Esteem Scale (SES). Additionally, participants were 
asked about their alcohol and illicit drug use. Participants were encouraged to keep 
diaries of their MBSR experience. Acceptability was also assessed by asking for 
“participants’ perceptions of program value (yes/no), personal importance (not at all to 
very important on a 7-point scale) and, in open-ended fashion, perceived benefits to 
participation and suggestions for program improvement” (p. 859). The open-ended 
remarks included positive feedback about improved sleep and reduced levels of stress. 
All program completers “indicated that they had obtained something of lasting value” (p. 
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859). 
Biegel et al.’s (2009) study demonstrates that the MBSR program participants 
reported “significantly reduced anxiety, depressive, and somatization symptoms, and 
improved self-esteem and sleep quality” compared with the TAU control group; the 
MBSR group also showed “significant declines in self-reported stress, obsessive 
symptoms, and interpersonal problems” in comparison to the control group (p. 864). In 
fact, the impact was so notable that 45% of the MBSR group showed diagnostic change; 
the prevalence of mood disorders was “less than half that seen at pretest” (p. 864). The 
“exploratory analysis” of the MBSR journals showed that the “amount of formal practice, 
particularly the number of days of sitting mindfulness practice and average length of each 
practice session, were related to a number of changes from baseline to follow-up” (p. 
864). As with all studies, this Biegel et al. (2009) had limitations. The researchers point 
out that having another active control group would be beneficial to ascertain the effects of 
MBSR versus another intervention. As is common with intervention-based self-report 
measures, there is always the chance that the MBSR participants were biased to provide 
more positive feedback post-intervention (p. 865).  
Researchers from the Netherlands, Bogels, Hoogstad, van Dun, de Schutter, and 
Restifo (2008) examined mindfulness as an intervention for externalizing disorders 
(attention deficit-hyperactivity disorder, oppositional-defiant10 and/or conduct disorder, 
                                               
10 Oppositional-defiant disorder: a pattern of angry/irritable mood, argumentative/defiant 
behavior, or vindictiveness lasting at least six months; Conduct disorder: psychological disorder 
diagnosed in childhood or adolescence that presents itself through a repetitive and persistent 
pattern of behavior in which the basic rights of others or major age-appropriate norms are 
violated. These behaviors are often referred to as “antisocial behaviors.” It is often seen as the 
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and autism spectrum disorder). Fourteen adolescents (who were referred by clinicians) 
participated in the study; concurrently, at least one of each participant’s parents engaged 
in a mindfulness parenting program. Both adolescents and their parents were measured at 
the beginning of the study, at the conclusion of the 8-week study, as well as at an 8-week 
follow-up. The researchers adapted traditional MBCT training for the intervention to 
deliver 90-minute sessions. Each of two youth participant cohorts was comprised of 
seven adolescents; additionally, there were two parent groups of six participants each. All 
participants (adolescents and parents) received materials explaining various exercises and 
themes, as well as a CD to lead them through activities such as mindful breathing and 
body scans. Early in the study, researchers asked the adolescents and parents to work 
together to “create an action plan about how to continue their practice in the eight weeks 
following the end of treatment”; participants were also asked to describe why making this 
plan was important (p. 198).  
The Goal Attainment Scale (GAS) was used to determine to what extent the 
adolescents made progress on specific state goals; the Child Behavior Checklist (CBCL) 
was completed by parents. Additionally, adolescent participants reported on internalizing 
and externalizing behaviors via the Youth Self Report (YSR). Parents completed the 
Children’s Social Behavior Questionnaire (CSBQ), which measures behavioral issues for 
children on the autistic spectrum. Parents also rated their child’s self-control via the Self 
Control Rating Scale (SCRC). The D2 Test of Attention was used to measure attention 
                                               
precursor to antisocial personality disorder, which is not diagnosed until the individual is 18 years 
old. 
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based on a task-oriented approach that measures a child’s speed of visual scanning. 
Adolescent participants also completed the Subjective Happiness Scale (SHS) to measure 
their perceived happiness; they completed the Pediatric Quality of Life Inventory to 
assess their views of their quality of life. Additionally, adolescent participants completed 
the Mindful Attention and Awareness Scale (MAAS) as a measure of mindfulness, with 
particular emphasis on the capacity to pay attention. Bogels et al. (2008) report the 
following results: “Children improved significantly on personal goals, attention, 
awareness, impulsivity, being attuned, social problems, and happiness; children’s 
internalizing, and, notably, their externalizing, symptoms were reduced; improvement 
was maintained in an 8-week follow-up” (p. 204). The authors also state that some of the 
adolescent participants expressed that this was the first therapy that “really addressed 
their core problems, that is, their attention deficits” (p. 205). An intriguing component of 
the analysis was the fact that the adolescents’ rating on the Quality of Life Inventory was 
“twice as high as parents’ ratings of children’s life quality” (p. 205). Due to the fact that 
multiple psychiatric conditions were represented in this study, Bogels et al. (2008) cannot 
form conclusive statements about the efficacy of the mindfulness intervention for specific 
disorders. The authors did note, however, that certain activities and approaches seemed to 
work better for different disorders; for example, children with autism seemed to benefit 
from role-play activity. As might be expected, participants with ODD/CD were often 
disruptive to the group and had a high dropout rate (numbers not reported); the authors 
recommend individualized treatment for children with these psychiatric conditions.  
While this literature review does delve deeply into the practice of mindful 
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parenting, the following insights from Bogels et al. (2008) are particularly interesting: 
“Parents were taught mindful and non-judgmental observation of and listening to their 
child” (pp. 199-200). Parents were encouraged to develop an awareness of how they 
reacted to their children in an “automatic, mindless manner, based on their past 
experiences with the child, and their own upbringing experiences” (pp. 199-200). The 
researchers contend that “parents can better help their child to use the mindfulness skills 
if they have experience with the effects in their own life” (p. 200). (The “modeling” 
concept of mindful parenting and runs parallel to the argument that teachers should have 
their own practice in order to effectively lead mindfulness exercises with their students.) 
Bogels et al. (2008) also report that “Parents suggested that the training would have been 
more effective if their children had received it earlier, because adolescence might have 
made them more resistant to comply” (p. 206). This is a logical argument, given the 
unique difficulties experienced in adolescence. (In schools, mindfulness interventions are 
being introduced to children as early as pre-kindergarten.)   
Kerrigan et al. (2011) conducted the only strictly qualitative study in this review, 
examining the “perceptions, experiences, and shifts in perspective occurring among urban 
youth participating in a mindfulness-based stress reduction program” (p. 96). The authors 
recruited 59 adolescents into their non-controlled intervention study which was primarily 
designed to determine the acceptability and feasibility of the intervention, given the 
challenges faced by the intervention population. All participants were recruited from a 
pediatric and adolescent outpatient clinic of Johns Hopkins Hospital, located in an 
impoverished section of Baltimore, MD. According to Kerrigan et al. (2011), the 
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neighborhood that the participants were recruited from is “characterized by crime, drugs, 
and high rates of sexually transmitted infections, including HIV/AIDS” (p. 97). Of the 
study participants, 50% reported parental unemployment, and 20% reported that they 
were “at imminent risk of becoming homeless” (p. 97). Four weeks into the 8-week 
MBSR program, a sample of participants was selected to be interviewed. Of the ten 
participants interviewed, eight were female, and all were African American, with a 
median age of 16 years. Four of the participants were infected with HIV at birth, and 
none reported living with their biological fathers:   
Each participant was interviewed using an ethnographic field guide which sought 
to examine the following topics in an open-ended exploratory manner: daily 
stressors and coping strategies prior to MBSR participation, perceptions of and 
experiences with the MBSR program, and changes in thinking, experiences, and 
behavior related to MBSR participation. (p. 97) 
 With regard to the participants’ perceptions of the MBSR intervention, Kerrigan 
et al. (2011) cite “significant variation in the types and intensity of changes 
occurring…ranging from a reframing and reduction of daily stressors to transformational 
shifts in life orientation and well-being” (p. 96). The following excerpts represent the 
range of participant perspectives; the first is that of James11 a 19-year-old high school 
dropout whose mother had died the prior year and whose father was recently 
incarcerated: 
 Interviewer (I): What made you drop out of school?  
                                               
11 The participant names in this study are pseudonyms.   
 
 
 
81 
James (J): I didn’t like school. Because I was always getting in disagreements 
with people and that would end up us fighting…I’d just blow up in a class. Can’t 
control my temper. And my mind is-was unsteady. I don’t know what I might do. 
I might say something to them or just haul off and hit them.  
I: Why do you think you were so focused [in the MBSR course]?  
J: Because I needed to relieve some stress. You’ve really got to have some stress 
in your life, not just like you ain’t getting along with somebody or nothing like 
that. You got to be going through some things; you’ve got to have been through 
something or just something that’s really stressing you out that you feel like 
you’re just not going to make it to a certain point in your life. (pp. 99-100) 
The researchers indicated that James viewed the world “with an entirely new perspective 
and patience…James reported feeling more ‘energized’ and had a renewed desire to 
reflect on his life…he naturally found himself ‘just thinking about the world and how my 
life is going to fit into it’”(p. 99). In contrast, Stacey, a 15-year-old girl, described 
experiencing subtler changes in her life, noting that she was not experiencing any major 
stressors at the time of the interview:   
I: How do you know when you’re feeling tense? Is it a body thing?  
S: Yea, like my jaw might get tight or something. I can remember it was a page in 
a book: it told us what things we do after we get stressed out. And then we 
thought back to see what hints would happen before, and then you notice the 
things you do before you get really stressed out.  
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I: You mentioned that you would yell a lot. How do you feel that this has 
changed?  
S: Instead of doing that, I just walk away from a situation or breathe to calm 
myself down. Just leave the situation alone. (p. 100) 
One of the primary findings thus far in the literature about mindfulness and youth 
is that populations that are at-risk, under extreme duress, or living with mental illness, 
can benefit most from mindfulness-based interventions. Although researchers are calling 
for more RCTs and focus heavily on quantitative data, Kerrigan et al. (2011) bring the 
voices of youth to the fore. In most cases, the sample size of a qualitative study based on 
detailed interview data is considerably smaller than that which can be employed in an 
RCT. That said, the vividness of the stories of youth (such as James and Stacey) might 
add dimension to the research on mindfulness, reporting the perceived effects of 
interventions in a more detailed, contextual fashion. 
Mindfulness Interventions in Schools  
The faculty of voluntarily bringing back a wandering attention, over and over 
again, is the very root of judgment, character, and will. No one is compos sui12 if 
he have it not. An education which should improve this faculty would be the 
education par excellence. But it is easier to define this ideal than to give practical 
instructions for bringing it about. William James, Principles of Psychology (1890)  
This quote by William James, the Father of American Psychology, is cited in 
numerous books and scholarly articles on mindfulness, highlighting this distinguished 
                                               
12 Master of one’s self 
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scholar’s conception of the potential criticality of mindfulness in education. (James 
would not have referred to the concept of “mindfulness” in 1890; rather, his focus was on 
cultivating attention, a central aim of mindfulness.)  To be more precise, most citations of 
James’ quote conclude with “par excellence” and omit the following sentence, which 
states that teaching students to master “wandering attention” is actually a quite difficult 
achievement; specifically, James asserts that it is challenging to “give practical 
instructions” for reaching this goal. Nearly 130 years after James’ declaration, scholars 
and educators continue to grapple with this challenge.  
The literature on child development highlights the accumulative nature of stress 
across the lifespan and also recognizes the vulnerability and neuroplasticity of the 
adolescent brain. Bluth, Roberson, and Gaylord (2015) conducted a pilot study examining 
adolescence and stress. The authors recruited 28 participants (ages 10-18) to participate 
in the “Learning to BREATHE” program, a mindfulness curriculum designed for 
adolescents. The program consists of six key elements of focus: body, thoughts, 
emotions, attention, loving kindness, and healthy habits (p. 293). As with many studies of 
mindfulness and youth, the majority of the participants were female (57%) and Caucasian 
(79%). Interestingly, 64% of the participants’ mothers, and 61% of the participants’ 
fathers, had been awarded graduate degrees; these demographics stand in stark contrast to 
the participants in Kerrigan et al.’s (2011) qualitative study. 
The participants were split into two cohorts; one cohort had already taken a class 
on teen mindfulness offered through the University of North Carolina, Chapel Hill (n = 
13), and the other cohort of participants was concurrently participating in another 
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research study on mindfulness and adolescents (n = 15). Participants met in weekly 
sessions for 90 minutes over the course of six weeks. Three scales were administered pre- 
and post-program. The degree of mindfulness experienced by the participants was 
measured using the Children and Adolescent Mindfulness Measure (CAMM), the only 
mindfulness instrument designed specifically for youth. The Student Life Satisfaction 
Scale (SLSS) and the Perceived Stress Scale (PSS) were also administered. Bluth et al. 
(2015) noted that self-compassion had the largest effect size and was “the only construct 
that demonstrated a statistically significant change from pre to post”; the authors report 
that most effect sizes were in the small to moderate range (p. 294). Due to the nature of 
the pilot study and the lack of an active control group, efficacy of the intervention cannot 
be determined. The authors also describe the small sample size as being a limiting factor. 
Despite the study’s limitations, Bluth et al. (2015) assert that self-compassion can be a 
“potential buffer that can protect individuals contending with daily stress, and support 
them in achieving greater emotional well-being” (p. 294). The role of self-compassion 
should be taken into greater consideration when evaluating mindfulness intervention 
programs for youth.  
Flook, Goldberg, Pinger, and Davidson (2014) conducted an exploratory study to 
examine preschool children’s prosocial behavior and self-regulatory skills after 
participating in a 12-week mindfulness-based Kindness Curriculum (KC). The authors 
note that “Self-regulatory skills are increasingly recognized as important contributors to 
school success” and explain that executive functioning skills are often not explicitly 
taught in schools (p. 44). The study included 68 participants (again, primarily Caucasian 
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– 58.8%) from seven classrooms across six elementary schools in a public school district. 
Participants were randomly assigned to the KC intervention and participated in individual 
testing sessions before and after program (presumably, the authors opted to use individual 
testing sessions because of the young ages of the children). Measurement instruments 
used in the study included the Teacher Social Competence Scale, which enables teachers 
to rate students’ empathy and compassion for others’ feelings. The children also 
participated in a sharing task and a delay of gratification exercise. Report card data was 
also obtained three months after the conclusion of the study. The results demonstrate that 
the KC group exhibited “larger gains in teacher-reported social competence as compared 
to the control group; the control group acted more selfishly over time” (p. 49). Also, the 
intervention group received higher grades on “learning, social-emotional development, 
and health,” although it is unclear how these concepts were graded (p. 49). The authors 
also contend that the most notable improvement occurred for students with lower baseline 
functioning (p. 49). Study limitations include the relatively small sample size as well the 
reliance solely on teacher assessment (some studies also employ parental assessments). 
Flook et al. (2014) also suggest improvements for future research, including the need for 
“objective behavioral measures, biological markers (e.g., cortisol levels to measure 
stress), and third-party observations” (p. 49). 
Huppert and Johnson (2010) conducted a mixed-methods study, hypothesizing 
that the “characteristics of individual students might be related to the effectiveness of 
mindfulness training” (pp. 4-5). The authors were also interested in whether or not the 
amount of time spent practicing mindfulness influenced outcomes on various measures. 
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The authors recruited 173 14- and 15-year-old boys from two private boys’ schools who 
were enrolled in a religious education class. The teachers of the religion classes were 
“longstanding mindfulness practitioners” (p. 5). The participants attended mindfulness 
classes once a week for 40 minutes over the course of four weeks and also received a CD 
with three 8-minute audio files; the participants were encouraged to engage in daily 
practice outside of the classroom sessions. Flook et al. (2014) had participants self-report 
using the Cognitive and Affective Mindfulness Scale-Revised (CAMS-R), the Ego 
Resiliency Scale, and the WEMWBS.  
The authors report that “Adolescents who are higher in anxiety or neuroticism 
(low emotional stability), and who arguably are most in need of an intervention, showed 
greater benefit from the mindfulness training” (p. 10). Huppert and Johnson (2010) also 
indicate that there is “some evidence of improvement in their well-being related to how 
much they have practiced” (p. 9). Thirty-three percent of the participants reported 
practicing mindfulness exercises outside of class at least three times per week, 4.8% 
practiced mindfulness more than twice per week, 32.7% practiced once a week or less, 
8.4% did not practice at all, and two participants reported practicing daily (p. 8). 
Interestingly, 43% of study participants indicated that they would have preferred longer 
in-school mindfulness training exercises (which may not be due to the fact that 
participants felt that they were benefitting from the program; perhaps they were pleased 
to have a respite from traditional classroom work) (p. 9). Huppert and Johnson (2010) 
cite gender exclusion as a limitation of the study, although females are typically 
overrepresented in youth mindfulness studies. Other limitations include the lack of an 
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active control group and reliance on self-report measures.  
Mendelson et al. (2010) conducted a 12-week randomized control trial of 97 
fourth and fifth grade students from four urban public schools. The authors express that 
children from urban communities are “at risk for a range of negative outcomes related to 
stress, including social-emotional difficulties, behavior problems, and poor academic 
performance” (p. 985). Mendelson et al. (2010) hypothesized that a mindfulness 
intervention could potentially help participants improve self-regulation, a key component 
in school success. Further, the authors predicted that the intervention would “reduce 
involuntary stress responses and improve mental health outcomes and social adjustment” 
(p. 985). A unique aspect of this study is that the authors worked with a community 
organization, the Holistic Life Foundation (HLF), to design the intervention program, as 
HLF staff had a great deal of experience with youth from the community. Though this 
was an RTC study, the authors were primarily interested in acceptability and feasibility: 
was there potential for this type of program be effective for this population, and would 
the participants find value in the intervention? Opposed to most other studies on 
mindfulness and youth, 83.5% of the students in this study were African American (as in 
other studies, most participants [60.8%] were female).  
Study participants were measured based on self-report scales: the Responses to 
Stress Questionnaire (RSQ), the Involuntary Engagement Coping Scale, the Short Mood 
and Feelings Questionnaire-Child Version (SMFQ-C), the Emotion Profile Inventory 
(EP), and the People in My Life Instrument (PIML). Participants attended a mindfulness 
intervention program for 45 minutes each day, four days per week, for 12 weeks; the 
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sessions were held during regular school hours. The facilitators were from the HLF and 
had experience providing similar interventions. The students participated in “yoga-based 
physical activity, breathing techniques, and guided mindfulness practices” (p. 989). 
Didactic instruction about mindfulness was also provided. As in other studies, it was 
recommended that students practice mindfulness at home.  
At one of the school sites, less than 40% of the participants participated in three 
quarters of the intervention sessions due to the fact that many of the students were 
actually prevented from attending classes because of behavioral issues. (The authors go 
on to state that, in future interventions, it will be critical to discuss conduct and 
attendance with teachers so students do not miss the intervention classes.) Based on 
feedback from participants, Mendelson et al. (2010) report that the mindfulness 
intervention had a “positive impact on problematic responses to stress including 
rumination, intrusive thoughts, and emotional arousal” (p. 985). Also, because there is a 
lack of qualitative data about mindfulness interventions in schools, the authors used focus 
groups to obtain feedback from students. One fifth grade boy reflected, “The most 
important thing I learned in the program is that it’s all different ways to deal with your 
stress like instead of like fighting and stuff” (p. 989). The authors also state that one of 
the objectives of conducting focus groups was to gain information about “whether 
program implementation had been organized effectively,” yet they presented no feedback 
with regard to this question (p. 989). Limitations of the study include the relatively small 
sample size that provided “limited power to detect group differences,” thus making it 
difficult to infer causality (p. 991). As with many other studies, the authors suggest using 
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methods in addition to self-report surveys, such as teacher reports, grades and test scores, 
and physiological markers. Mendelson et al. (2010) also state that there was a risk of 
participant self-selection bias, with students motivated for change being more likely to 
enroll as study participants; it may be difficult to ascertain how these interventions might 
work (if at all) for unmotivated, disinterested students.  
In a recent study conducted by Vickery and Dorjee (2016), the researchers from 
the UK studied the effect of mindfulness training on the negative affect and 
metacognition of 33 7-9-year-old students, recruited from three primary schools; the 
authors were clear that this was intended to be a controlled feasibility pilot study. The 
intervention program was delivered by teachers in the school “within a regular 
curriculum” (p. 1) and it was mandatory that the teachers had “developed sufficient 
personal mindfulness practice” before being trained to conduct the program (p. 3). The 8-
week program is referred to as “Paws b,” which is derived from the “.b” mindfulness 
program developed by the Mindfulness in Schools Project, which has gained widespread 
support in the UK (p. 5). Though the study does not reveal the details of the actual 
content of the lessons, nor describe the process of the intervention in great detail, the 
authors report that the intervention was based on six primary lessons/themes covered in 
the course of 12 30-minute sessions: Our Amazing Brain, Puppy Training, Finding a 
Steady Place, Dealing with Difficulty, The Story Telling Mind, and Growing Happiness 
(p. 5). Data was collected from children at baseline and post-intervention via four 
questionnaires: the Child Adolescent Mindfulness Measure (CAMM), the Emotion 
Expression Scale for Children (EESC), the Sterling Children’s Well-being Scale 
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(SCWBS), and the Positive and Negative Affect Scale for Children (PANAS-C). 
Teachers completed the Behavior Rating Inventory of Executive Function-Teacher and 
Parent Versions (BRIEF-T) to assess participants’ metacognitive functioning. An 
acceptability questionnaire was also included.  
Based on a comparison of pre- and post-test results, Vickery and Dorjee (2016) 
found that the intervention “significantly decreased negative affect” and suggested 
“significant improvements in metacognition” (p. 8). The authors raise the interesting 
point that “a brief intervention with a modest ‘dosage’ of mindfulness” generated 
noteworthy effect sizes (p. 8). Further, because the intervention was provided by 
classroom teachers during the school day, there is support for a “naturalistic” approach to 
mindfulness interventions in schools (p. 8). Study limitations include the lack of 
randomization or use of an alternative active control group. As in other studies, the 
researchers recommend using psycho-physiological indicators (e.g., heart rate) to 
measure changes beyond that which can be gleaned from self- or teacher-report 
measures.  
Kuyken et al. (2013) conducted a non-randomized control feasibility study of 522 
youth ages 12-16 across 12 secondary schools. The students in the intervention group (n 
= 256) participated in the Mindfulness in Schools Program (MiSP), which is a program 
that was developed over a four-year period with the “input of more than 200 teachers,” all 
of whom have since been trained to teach the curriculum (p. 127). Mindfulness-Based 
Stress Reduction, MBCT, and other aspects of “contemplative mindfulness traditions” 
were used to design the program (p. 127).  As of the publication date of the article in 
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2013, over 2,000 youth had already participated in the program. Teachers providing the 
intervention in this study had all been trained to deliver the program. Data collection 
began with a baseline assessment in January 2012. The MiSP program was delivered 
from January-March 2012; post-treatment measures were taken at the conclusion of the 
program and follow-up data was also collected in May 2012 (three months post-
intervention).  
The MiSP curriculum is “a set of nine scripted lessons tailored to secondary 
schools, supported by tailored teacher training” (p. 127). The program was tested for 
acceptability based on the following criteria: 
The number of lessons attended, the number of times participants had practiced 
mindfulness outside of class, how much they felt they had learned during the 
course, how much they enjoyed the course, how helpful they found the classes 
and whether they thought they would continue to use what they had learned in 
their lives. (p. 127) 
The following scales were used to measure outcomes: the Warwick-Edinburgh Mental 
Well-being Scale (WEMWBS), the Perceived Stress Scale (PSS), and the Center for 
Epidemiologic Studies Depression Scale (CES-D). At the three-month follow-up mark, 
results for the intervention group showed “increased well-being, lower stress, and lower 
depression scores” (p. 129). Further, “children who reported more frequent use of the 
mindfulness practices had higher well-being scores at post-intervention and follow-up, 
lower depression scores at post-intervention, and lower stress scores at follow-up” (p. 
129). These findings support the theory that the amount of mindfulness practice is 
 
 
 
92 
correlated with positive outcomes. Study limitations include the inability to randomize 
the schools or student-participants, in addition to significant reliance on self-report 
measures. Vickery and Dorjee (2016) recommend that future studies leverage 
“classroom-based measures, observer measures, biobehavioral measures of stress 
reactivity and/or resilience, and mental health outcomes such as new onsets of 
depression” (p. 130).  
Schonert-Reichl et al. (2015) conducted a randomized control trial of 99 fourth 
and fifth grade students (mean age = 10.24) assessing the efficacy of a mindfulness-based 
SEL program (MindUP™). According to the researchers, “To date, little is known about 
the effectiveness or ‘value-added’ benefits of an SEL program that incorporates 
mindfulness practices” (p. 53). The researchers hypothesized that the program would 
enhance “EFs, stress regulation, social-emotional competence, and school achievement” 
(p. 54). The control group participated in an existing social responsibility program.  
 The MindUP™ program intervention is a series of 12 40-50-minute weekly 
lessons, which focus on breathing, mindful listening, mindful smelling, mindful tasting, 
using literature to promote perspective-taking skills and empathy, learning optimism, and 
practicing gratitude (p. 55). Schonert-Reichl et al. (2015) is the first study in which 
“neuropsychological, biological, and social-emotional competence measures have been 
examined simultaneously” (p. 54).  Data was collected via a) behavioral assessments of 
executive functioning, b) biological assessments of children’s salivary cortisol, c) child 
self-reports of well-being and prosociality, d) peer nominations of prosociality, and e) 
year-end teacher-rated math grades collected from school records (p. 55). The results of 
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the study suggest that children in the MindUP™ group “showed significant 
improvements in EFs, self-report measures of well-being and self- and peer-reported 
prosocial behavior” (p. 61). Specifically, the children in the intervention group were 
superior to the social responsibility control group with regard to EF, particularly 
inhibitory control. The data surrounding the participants’ cortisol levels was ambiguous: 
children in the intervention group had higher cortisol levels in post-test assessments than 
the control group, which was unexpected. The researchers propose that there simply is 
not enough knowledge about the patterns of cortisol levels in children to be able to draw 
any substantive conclusions. For future research, Schonert-Reichl et al. (2015) 
recommend “multi-method, multiinformant approaches” and longitudinal follow-up 
studies. Interestingly, the authors also recommend that “teams of researchers from 
multiple disciplines (e.g., developmental neuroscience, contemplative science, health, 
education, and sociology)” work together to demonstrate how mindfulness interventions 
work across multiple areas of functioning (p. 63). 
Mrazek, Franklin, Phillips, Baird, and Schooler (2013) conducted a randomized 
control study in which 48 undergraduates were either assigned to a two-week 
mindfulness course (n = 26) or to a nutrition class (n = 22). For two weeks, classes met 
for 45 minutes, four times per week. Although this study was conducted with 
undergraduate college students, it should be taken into consideration when implementing 
mindfulness programs in K-12 schools. Study results demonstrate that mindfulness 
training has the potential to influence test scores, which is of critical importance to K-12 
administrators and teachers. That said, the advanced cognitive functioning of college 
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students differs from that of younger learners. In Mrazek et al.’s (2013) study, 
participants engaged in exercises such as sitting meditation and focusing on sensory 
experience. The study included a specific set of metacognitive goals, including:  
Distinguishing between naturally arising thoughts and elaborated thinking, 
minimizing the distracting quality of past and future concerns by reframing them 
as mental projections occurring in the present, using the breath as an anchor for 
attention during meditation, repeatedly counting up to 21 exhalations, and 
allowing the mind to rest naturally rather than trying to suppress the occurrence of 
thoughts. (p. 777) 
According to Mrazek et al. (2013), the program was based on MBSR, but was notably 
shorter (two weeks versus eight) and did not require as much time spent outside of class 
working on mindfulness-based exercises. One week prior to, and one week following, the 
intervention, both groups were given a modified version of the GRE verbal-reasoning 
section, which, with modifications, closely resembled the reading-comprehension section 
of the test. The sample section was peppered with “thought-sampling probes,” which are 
questions intended to determine whether or not the test-taker is on task (p. 778). 
Additionally, participants kept a count on a separate sheet of paper for each time they felt 
their mind had wandered. Participants also completed a working memory task (OSPAN), 
which focuses on remembering alternating stimuli.  
Mrazek et al. (2013) found that “mindfulness training improved both GRE 
reading-comprehension scores and working memory capacity while simultaneously 
reducing the occurrence of distracting thoughts during completion of the GRE and the 
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measure of working memory” (p. 776). Though the authors were working with a 
relatively small sample size, this study indicates what other researchers suspect, which is 
that the duration of a mindfulness practice or program may not be the most critical 
component of an intervention; perhaps the content of the intervention or program is more 
influential.  
Zoogman, Goldberg, Hoyt, and Miller (2014) conducted a meta-analysis of 
mindfulness interventions with youth, noting that only 20 articles (published from 2004-
2011) met the criteria for their analysis, as numerous studies were rife with 
methodological limitations. Among the excluded studies were those that “did not report 
sufficient data for the computation of within-study effect size variance” (p. 4). The 
authors also noted that, as of the article’s publication in 2014, “the intervention literature 
on mindfulness with youth is in an emergent state…there is insufficient power to 
examine the specific subtypes of mindfulness interventions” (p. 4). Zoogman et al. (2014) 
concluded that, overall, the interventions “were found to be helpful and not to carry 
iatrogenic harm” and that “a significantly larger effect size was found on psychological 
symptoms…and for studies drawn from clinical samples” (p. 1). In fact, clinical samples 
reported effect sizes “nearly” three times that of non-clinical samples (p. 9). Also 
noteworthy is the fact that the authors could not determine if the experience of the 
moderator made a difference in terms of participant outcomes, although experts in the 
field (e.g., Jon Kabat-Zinn, 2003), feel that the experience of a moderator is essential 
when delivering a mindfulness intervention. Zoogman et al. (2014) tentatively concluded 
that adolescents may benefit more from mindfulness interventions than their younger 
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counterparts (p. 10). Arguably, however, if children received mindfulness training 
sooner, they may not be in the same baseline position as adolescents currently find 
themselves in. The authors also cite a “lack of uniformity in implementation” as being a 
challenging factor when conducting the meta-analysis (p. 10).  
Felver, Doerner, Jones, Kaye, and Merrell (2013) published a paper intended for 
school psychologists who were interested in integrating mindfulness into their practice; 
the authors suggest a few potential approaches. The first is a universal approach, which, 
as has been demonstrated in other studies, means that an entire group of students receives 
an intervention, as opposed to a delivering the intervention to a sub-set of students. Felver 
et al.’s (2013) first recommendation is to incorporate mindfulness into existing SEL 
programs because “mindfulness interventions explicitly target and promote many of the 
same competencies [as SEL], including self-regulation, self-awareness, and emotion-
regulation” (p. 536). The authors contend that bringing mindfulness explicitly into SEL 
programming “could enhance the intervention’s effectiveness and also promote 
generalization of skills” (p. 536). Felver et al. (2013) also recommend that school 
psychologists “provide intensive, individual-level services” (p. 540). This is the same 
recommendation that Bogels et al. (2008) made when suggesting that adolescents with 
certain externalizing disorders may require individualized attention, as opposed to being 
included in a universal intervention. Felver et al. (2013) also assert the importance of 
ensuring that the intervention is appropriate for the child’s developmental stage: 
“…children and adolescents cannot be expected to respond to a simplistic ‘child friendly’ 
version of adult materials” (pp. 541-542). Additionally, the authors relay the criticality of 
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“monitoring stakeholders’ (e.g., students’, teachers’, and parents’) willingness to engage 
with and use an intervention” (p. 542). Further, Felver et al. (2013) explicitly state that 
“one must have a personal practice and intimate familiarity with mindfulness 
interventions to effectively implement the technology” (p. 543).  
Methodological Concerns 
In addition to the prolific coverage of mindfulness trends, techniques, and 
“everyday” applications, at least one media outlet, Scientific American, reported on the 
rigor of mindfulness research. In an April 2016 article entitled “Power of Positive 
Thinking Skews Mindfulness Studies: Trials of mindfulness to improve mental health 
selectively report positive results,” the publication cites a recent study conducted by 
researchers at McGill University who conducted an analysis of 124 published mental 
health studies that included a mindfulness intervention. According to the McGill 
researchers, the studies “reported positive findings 60% more often than is statistically 
likely” (Nowogrodzki, 2016). The researchers also brought attention to the fact that 62% 
of the 21 registered clinical studies remained unpublished over two years after the 
conclusion of the studies. This statistic, according to the researchers, is an alarming 
indication that “negative results are going unpublished” (Nowogrodzki, 2016). One of the 
major contributing factors in the analysis is the small samples sizes of many of the 
studies, which is an unquestionable and concerning trend in mindfulness research, in 
general (not just in clinical studies). Though this article references clinical mental health 
studies, the concerns of McGill’s researchers can be echoed across several disciplines, 
including education, that are exploring the efficacy of mindfulness interventions.  
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Based on the literature presented in this review, it is clear that there is a need for 
more RCTs, larger sample sizes, control and active control groups, multiple approaches 
to data collection (e.g., not relying entirely on self-reported assessments), and combining 
questionnaire and biophysical data. Burke (2009) conducted a preliminary review of 
mindfulness-based approaches with children and adolescents and reported that, in 
general, feasibility was evident in most studies, but that there is “no generalized empirical 
evidence of the efficacy of these interventions” (p. 1). Burke (2009) calls for a “shift 
away from feasibility studies towards large, well-designed studies with robust 
methodologies, that adopt standardized formats for interventions, allowing for replication 
and comparison studies, to develop a firm research base” (p. 1). Studies could also be 
made stronger by using blind raters to assess the efficacy of the programs. Burke (2009) 
also points out that many of the studies conducted with young participants encourage 
practicing mindfulness at home, which is likely to compete with other demands placed on 
the child’s time. Similarly, Greenberg and Harris (2012) in a study of the (then) current 
state of research on mindfulness and youth argue that “consumer interest and marketing 
have expanded such [mindfulness] practices without sufficient knowledge of their 
outcomes, which might be positive, minimal, or even iatrogenic” (p. 161). The 
researchers contend that “enthusiasm for promoting such practices outweighs the current 
evidence supporting them” (p. 165). The danger the field faces, is that articles (like the 
piece from Scientific American) can rapidly transform the potentially useful intervention 
of mindfulness into a fraudulent fad. (As mentioned, administrators, teachers, and parents 
are primarily consuming their news about mindfulness via popular media.) Although it is 
 
 
 
99 
clear that the emerging field of mindfulness research requires methodological 
improvements, the studies presented in this review present sufficient evidence to 
conclude that further study is warranted.  
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Chapter III: Plan of Inquiry 
I used an exploratory case study approach to address the following research 
questions: 
1. For an organization that provides mindfulness training to school districts, 
what is their experience as it relates to mindfulness program implementation 
and sustainability? 
2. For a school district that has implemented and sustained a mindfulness 
program, what are the perceived goals, successes, and challenges regarding 
the implementation and sustainability of the mindfulness initiative from the 
perspectives of the administrators, teachers administrators, guidance 
counselors, and mental health professionals in the school district?  
The purpose of this study is to expand the knowledge about the process of implementing 
and sustaining mindfulness programs and initiatives in schools; there is a lack of 
information about the who, whys, and hows of these endeavors. As mentioned in Chapters 
1 and 2, the literature strongly suggests that implementation is a crucial factor for 
determining the success of SEL programs in K-12 schools; the many similarities between 
the goals of SEL and mindfulness programs lead me to conclude that similar attention 
must be paid to the implementation and sustainability of stand-alone mindfulness 
programs if they are to succeed. Most existing studies on mindfulness interventions in 
schools focus on the efficacy of programs as demonstrated by student outcomes; while it 
is incredibly valuable (and necessary) to assess the impact of such programs, there is a 
paucity of research that examines the perspectives of those who are responsible for 
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designing, implementing, and sustaining such programs. 
Methodology 
I conducted a qualitative research study, comprised of a two exploratory, 
descriptive case studies. The first case is based on an interview with the Founder and 
CEO of Ivy Child International, a Boston-based nonprofit organization that provides 
mindfulness training to students, teachers, staff, and administrators (as well as other 
community organizations). The second case is the study of the Jackson school district, 
which consists of five schools (three elementary, one middle, and one high school). A 
qualitative study is the most appropriate methodology for my research questions, as the 
intent was to a) gain a deeper understanding of the perspectives of school staff and 
mindfulness program providers who have implemented and/or sustained mindfulness 
programs in schools, b) discover what happens once these practices are in place, and c) 
gather knowledge as to how mindfulness program providers, as well as those working in 
a K-12 school district, feel about the implemented practices.  
To gather information about the experiences and perspectives of Ivy Child 
International’s Founder and CEO, Rose Pavlov, I conducted a semi-structured, open-
ended interview. In the Jackson school district, I first administered a two-question online 
survey, then I conducted semi-structured, open-ended interviews to capture the stories 
and motivations behind the adoption of the district’s mindfulness program to illuminate 
the participants’ perceptions of the program’s goals, successes, and challenges. For both 
sites, I also conducted document analysis (e.g., brochures, syllabi, meeting minutes, 
manuals, etc.).  
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Why Case Studies? 
Yin (2014) asserts that “case study research is among the hardest types of 
research because of the absence of well-documented procedures” (p. 70). Despite this, 
case studies have become increasingly popular over the past 30 years (Yin, 2014, p. xix). 
Mindfulness is a very personal practice; program providers, districts, schools, and 
teachers are likely to have unique approaches, viewpoints, and experiences. Case studies 
aim to answer “how” and/or “why” questions, which is precisely what my research 
questions aim to do. According to Rogers (2000) (as cited in Yin, 2014) case studies are 
not concerned with “whether programs work, but how they work” (p. 21). Further, case 
studies are typically employed when the researcher “has little or no control over 
behavioral events” (Yin, 2014, p. 2). In other words, my intent was not to engage in 
participatory-action research; I did not seek to alter or improve the approach of Ivy Child 
International or the Jackson school district in any fashion. Critical to this study, and to the 
Jackson district, in particular, case studies also “allow the researcher to retain holistic and 
real-world perspectives” (Yin, 2014, p. 4). My goal was to gain an understanding of why 
and how Ivy Child International manages mindfulness program implementations with 
school districts. In Jackson, my objective was to learn how the district actually managed 
the implementation of the mindfulness program, as well as uncovering how the district 
has sustained the program over the past decade. Case study research typically “arises 
from desire to understand complex social phenomena” (Yin, 2014, p. 4). As evidenced in 
the literature, the incorporation of mindfulness practices in schools is inherently social 
and decidedly complex.  
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Durlak et al.’s (2011) meta-analysis of SEL program implementation states: 
“Stellar programs are often developed under unusual conditions” (p. 313). Ivy Child 
International is a unique organization that creates custom mindfulness programs for 
district-wide initiatives. Further, the implementation of the Jackson school district 
mindfulness program was certainly distinctive, having occurred over a decade ago, 
whereas many other districts have elected to implement mindfulness programs more 
recently. Yin (2014) contends that “studying these unusual cases because of the findings 
may reveal insights about normal processes…In this manner, the value of a case study 
can be connected to a large number of people” (p. 52). Although the goal of these case 
studies is not to make broad generalizations, there is, potentially, opportunity for other 
districts to learn valuable lessons based on the experiences of both Ivy Child International 
and the Jackson school district.  
Case: Ivy Child International 
Although the vast majority of data was gathered from the Jackson school district 
(details are included below), the interview with Rose Pavlov from Ivy Child International 
offers valuable insights on the implementation and sustainability of mindfulness 
programs from the viewpoint of a mindfulness program provider – a perspective that has 
virtually no presence in the literature, despite the widening influence of such 
organizations13.  Additionally, Ivy Child International serves a very different 
demographic from the Jackson school district (e.g., large, urban, and ethnically and 
                                               
13 It should be noted that various mindfulness program providers (e.g., MindUP™, Mindful 
Schools, Calmer Choice, etc.), have unique approaches to implementing mindfulness training in 
schools. 
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racially diverse districts), thus offering further insight into the complexity of the design 
and delivery of school mindfulness programs. The following is a sample of the interview 
questions used in my discussion with Rose Pavlov; please see Appendix A for a complete 
list of questions:  
• How do you co-create mindfulness programs with school districts? 
• How do you build continuity within districts?   
• What kind of feedback, if any, do you receive from teachers or staff that are 
engaging in this work?  
• What would you say are the biggest challenges that school districts face in terms 
of implementing mindfulness programs?   
• If a school or district was considering implementing a mindfulness program, what 
advice would you provide?  
• Can you describe the role that school and district leaders play in terms of program 
implementation and sustainability?  
• How does Ivy Child keep schools engaged over time? How does it stay fresh and 
interesting?  
• What do you feel are the greatest benefits that staff and students experience 
working with Ivy Child?  
• Have you had any issues with staff or parents that feel your programming is 
religious in nature?   
• What differentiates Ivy Child from other mindfulness program providers? 
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Before conducting the interview, Rose was presented with a consent form14,which was 
read aloud to her as we were corresponding via Zoom, an online conferencing tool; when 
Rose indicated that she understood the contents of the form, she was asked to provide 
verbal consent.  
 Case: The Jackson School District  
For the case of the Jackson school district, I chose to include the perspectives of 
staff serving in various roles (i.e., administrators, teachers, guidance counselors, and a 
school psychologist) in an effort to a) paint a clearer picture of the process of 
implementation and its subsequent sustainability, and b) to enhance the quality of the 
study by representing multiple voices. Yin (2014) states: “Even in doing an exploratory 
case study, the examination of the evidence from different perspectives will increase the 
chances that a case study will be exemplary” (p. 203). In addition to having a decade of 
experience, the Jackson school district is particularly interesting because they employ an 
integrative approach to mindfulness training (i.e., extensive teacher training, mindfulness 
activities integrated into curricula, and the utilization of the knowledge of outside 
experts). Due to the district’s experience and exposure, it was evident that there was 
potential to gain valuable insights from studying its mindfulness program implementation 
and sustainability efforts.   
The selection of the Jackson school district as a case study site began at a 
conference in March 2016; I approached one of the school’s guidance counselors who 
has played an integral role in implementing and maintaining the district’s mindfulness 
                                               
14 See Appendix D for the Ivy Child International consent form.  
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initiative. Jackson’s mindfulness committee, which consists of representatives from each 
of the district’s five schools (three elementary, one middle, and one high school), plus 
other administrative personnel, approved the district’s participation, as did the district 
superintendent. With the guidance of my two primary contacts (i.e., the “gatekeepers”) in 
the Jackson school district, I proposed a plan to choose a representative sample of 
participants from each of the district’s five schools15. (Ultimately, I was unable to 
interview participants from the middle and high schools, though I did speak with 
participants who have oversight in those schools; this was likely due to higher levels of 
participation in the mindfulness program in the elementary schools and will be discussed 
at length in Chapter 6.)  
During a regularly scheduled monthly meeting, the district’s mindfulness 
committee discussed the proposed recruitment strategy and elected to move forward. Any 
school and/or district administrator, teacher, or staff member could potentially be 
included as a participant in the study, provided that each participant had some knowledge 
of, or had some degree of exposure to, the implementation and/or sustainability of the 
district’s mindfulness initiative. It was clearly stated that participants could include staff 
who were enthusiastic, skeptical, or even critical about the district’s mindfulness 
program.  
To ensure integrity and randomization in the recruitment process, a member of the 
mindfulness committee sought volunteers from each of the five schools in the district and 
                                               
15 See Appendix E for a copy of the letter of interest that was sent to the Jackson mindfulness 
committee.  
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assigned each volunteer a number16. From that point, the proposed plan was for me to 
choose an equal number of potential participants, at random, from each school. However, 
based on the number of responses, I agreed to interview all individuals who expressed 
interest in participating in the study. The coordinating member of the mindfulness 
committee then worked with the various schools to schedule the interviews. Due to 
scheduling conflicts, two prospective participants were not included in the study.  
To begin data collection in the Jackson case, I surveyed 19 and interviewed 21 
staff members, a combination of administrators, teachers, guidance counselors, and 
mental health professionals. (In my findings, I refer to guidance counselors and mental 
health professionals as “wellness professionals” to help maintain each individual’s 
anonymity within the district.) Of the participants, two are district administrators, seven 
are grade K-2 teachers, six are grade 1-3 teachers, one is a grade 3-5 teacher, four are K-5 
wellness professionals, and one is a K-12 wellness professional (see Appendix B for a 
table of participant attributes). First, I had participants complete a two-question online 
survey related to the perceived goals and challenges of the mindfulness program. Once 
the participants had been selected, the coordinating mindfulness committee representative 
emailed a link to an online (Qualtrics) survey to all participants. The consent process17 
for the electronic survey began with a “question,” describing the purpose of the survey 
and its role within the larger study; it was made clear that participants were only 
consenting to taking the survey (at that time); it was explicitly stated that a more detailed 
                                               
16 See Appendix F for a copy of the recruitment email that was sent to Jackson staff via my 
primary contact.  
17 See Appendix G for the survey consent form.  
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consent form would be presented to each participant at the time of his or her first 
interview. After reading the descriptive “question,” the potential participants were 
presented with the following statement: “I consent to participate in this study.” At that 
time, the potential participant could consent, or decline to consent, by selecting a radio 
button, either “Yes” or “No.” All participants consented and were therefore presented 
with the remainder of the survey. It was plausible that survey participants could complete 
the survey and not participate in an interview (this happened in two cases); it was also 
possible that a participant could be interviewed without having completed the survey.  
I used a semi-structured, open-ended interview protocol to interview the 
participants in the Jackson school district. I collected data about participants’ personal 
experiences and perspectives, using the information to gain a sense of the school climate 
and culture in which the programs exist. I interviewed each participant 1-2 times, 
depending on the nature of the information collected. The interviews lasted anywhere 
from 30 minutes to one hour, depending on the participant. To limit disruption to 
participants’ lives and schedules, I conducted all of the interviews in February 2017 at the 
schools within the district, with the exception of five telephone interviews – two occurred 
in April 2017 (I was unable to meet with these participants in person during my visit in 
February), and three additional interviews took place via phone in October 2017, based 
on mutual convenience. Interview participants were presented with a $15 Amazon gift 
card for each 30-minute interview. I did not conduct observations of teachers in their 
classrooms, because this study focuses on program implementation and sustainability, not 
on student outcomes; it was unnecessary to engage in observations involving students.   
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Data collection was completed in October 2017. 
 Survey and interview questions were focused on the goals, successes, and 
challenges of implementation, along with general questions about the “bigger picture” 
within which the district’s mindfulness program operates. The interview questions were 
developed with Maxwell’s (2013) notion that “your interview questions don’t necessarily 
follow by logical deduction from the research questions; the two are distinct and separate 
parts of your design” (p. 100). In other words, not all of these questions are explicitly 
related to implementation or sustainability. That said, the questions still “get at” the 
participants’ views of the mindfulness program. Though these were my initial interview 
questions, there was a likelihood that they would be (slightly) adjusted based on 
information collected during the course of the study. Maxwell (2013) asserts that “in 
qualitative research, any component of the design may need to be reconsidered or 
modified during the study in response to new developments or to changes in some other 
component” (p. 2). In other words, I did not want to limit myself to my guiding 
questions; it was very conceivable that new questions would emerge as I collected data. 
The approach to data collection (and thematic analysis) was both inductive and 
deductive. The process was deductive in the sense that, based on my review of the 
literature, I was familiar with implementation science and the guiding frameworks that 
most closely applied to school implementation settings (as referenced in detail in Chapter 
2). Although I had Durlak and DuPre’s (2008) framework in mind, I purposely did not 
construct my interview questions around the specific components of the frameworks. For 
example, even though I was able to glean information about the Jackson school district’s 
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culture and individual school climate, I did not specifically ask questions referencing 
concepts such as “Positive Work Climate” or “Organizational norms regarding change” 
(which are listed as “Factors Relevant to the Prevention Delivery System: Organizational 
Capacity”) (Durlak & DuPre, 2008). My methodology was primarily inductive; I wanted 
to hear the participants’ stories, in their own language, guided by their experiences. The 
following is a sample of the interview questions, coded according to the type of 
participant: Administrator (A), Teacher (T), Wellness Professional (WP); please see 
Appendix C for the complete interview guide:  
Implementation/General Questions  
• What, do you feel, is the goal (or goals) of the mindfulness program in your 
school? (A, T, WP) 
• Could you describe the process of implementing a mindfulness program in your 
school? (A, T, WP) 
• How did this school and/or community make the leap from being interested in 
mindfulness to having its teachers incorporate mindfulness into their classrooms? 
(A, T, WP) 
• How would you describe the reaction of parents in your community? When and 
how have they expressed their viewpoints?  (A, T, WP) 
• What, if any, would you say have been the most significant challenges in 
implementing and/or sustaining mindfulness practices in your school? (A, T, WP) 
• What, if any, do you feel have been the most significant benefits of implementing 
mindfulness practices into your school? (A, T, WP) 
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Program Details  
• Did you receive training in mindfulness? If so, who provided the training? (A, T, 
WP) 
• Do you have your own personal mindfulness or mindfulness meditation practice? 
If so, how long have you been practicing? How consistently do you practice? (A, 
T, WP) 
• Have you felt that implementing a mindfulness program has impacted your 
workload? Could you describe that a bit? (T)  
• Are you evaluating the use of the mindfulness program in your classroom? If so, 
how, and how often? (A, T)  
The consent process for the interviews was more extensive and included the presentation 
of a consent form18 to all participants, in person, at the start of each participant’s first 
interview; most participants were only interviewed once, three participants were 
interviewed twice, and each participant was required to provide consent before each 
interview. Participants were encouraged to take as much time as necessary to read the 
consent form and ask questions. If a participant was willing to move forward with the 
study, he or she was asked to provide verbal consent. Upon consenting, the interviews 
commenced. Due to scheduling and/or logistical issues, five interviews were conducted 
via telephone; in these cases, the consent form was read aloud to the participants; as with 
face-to-face interviews, the participants were able to ask questions, and any and all 
sections would have been re-read to the participant, if requested. Participants all provided 
                                               
18 See Appendix H to view the interview consent form. 
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verbal consent. Surveys and interviews were able to be linked together; a participant’s 
entire set of responses encompasses both survey and interview data, though both will not 
necessarily be used in the reporting of the data.  
Analysis 
I approached the analysis of the data from the paradigm of critical realism; my 
ontological view is that “there is a real world that exists independently of our perceptions 
and theories,” and, from an epistemological perspective, I subscribe to the notion of 
constructivism – in other words, “our understanding of the world is inevitably our 
construction, rather than a purely objective perception of reality, and no such construction 
can claim absolute truth” (Maxwell, 2013, p. 43). This is an appropriate orientation, given 
that I was seeking the perspectives of participants; it was likely that many different 
interpretations of the same phenomena would emerge during data collection. According 
to Yin (2014) “the analysis of case study evidence is one of the least developed aspects of 
doing case studies” (p. 133). To begin analysis, Yin states that “a helpful starting point is 
to ‘play’ with your data. You are searching for patterns, insights, or concepts that seem 
promising” (p. 135). As Maxwell (2013) contends “the main strength of qualitative 
research…is its ability to elucidate local processes, meanings, and contextual influences 
in particular settings or cases” (p. 99). Essentially, my objective is to provide vivid 
descriptions of participant experiences in specific settings.    
Prior to the start of the study, throughout the data collection process, and during 
analysis, I engaged in memo-writing (e.g., typing notes, speaking into a digital recorder): 
“This term refers to any writing that a researcher does in relationship to the research other 
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than actual field notes, transcription, or coding” (Maxwell, 2013, p. 20). Further, 
Maxwell (2013) states that memo-writing can be “used as a way to facilitate reflection 
and analytic insight” (p. 20). During the data collection phase, memo-writing began 
immediately following the interviews to ensure that I captured my reactions and 
reflections in a timely manner; this also helped to elucidate new insights and interview 
questions: “Memos not only capture your analytic thinking about your data, but also 
facilitate such thinking, stimulating analytic insights” (Maxwell, 2013, p. 105). Maxwell 
(2013) suggests that “during this listening and reading, you should write notes and 
memos on what you see or hear in your data, and develop tentative ideas about categories 
and relationships” (p. 105).  
 As a descriptive case study design, my objective is to present the data as rich, 
contextual descriptions of the individual cases. I imported all of my verbatim 
transcription interview data into NVivo, a qualitative research software program, which 
assisted with the process of developing codes. Using NVivo to code the data enabled me 
to clearly extract key themes. I approached the analysis with some pre-determined 
organizational categories such as “implementation” or “sustainability,” but allowed for 
primarily inductive, open coding: “Categories will arise from “participants’ own words 
and concepts” (Maxwell, 2013, p. 108).  
Validity and Trustworthiness  
Maxwell (2013) describes a validity threat simply as “a way you might be wrong” 
(p. 123). Specifically, it is critical to consider that there may be alternate ways of 
interpreting data, particularly subjective interview data that is influenced by both the 
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researcher and the participant. A common threat to validity is researcher bias. 
Realistically, a researcher’s prior beliefs, experiences, theories, and pre-conceived 
notions cannot be eradicated, nor should they. It is critical, however, for these potential 
threats to validity to be made explicit with the goal of using the researcher’s influences, 
understanding them, and using them productively (Maxwell, p. 125). The most 
significant threat to validity in this study is my personal experience with mindfulness. I 
have found that mindfulness and mindfulness meditation can be very effective means of 
alleviating anxiety, managing loss and grief, promoting optimism and gratitude, enabling 
resilience, managing stress, improving sleep, and positively influencing inter- and 
intrapersonal relationships. On June 30, 2015 my father passed away suddenly in his 
sleep; it was a devastating, life-altering event. In the days and weeks following his death, 
I began reading books on grief. Eventually, I found my way to the topic of mindfulness; I 
then began reading the works of Jon Kabat-Zinn, which sparked my interest in 
mindfulness and mindfulness meditation. In September 2015, I enrolled in a 12-week 
meditation course at the Advaita Meditation Center in Waltham, Massachusetts; I was 
exposed to literature on mindfulness and I learned various meditation techniques. I 
currently meditate most days for 20-30 minutes; I also practice mindfulness throughout 
the day, such as taking mindful pauses and engaging in breathing exercises. In order to 
gain a deeper understanding of my preconceived experience with mindfulness, I wrote a 
researcher identity memo (written by oneself for oneself) in January 2017 (prior to my 
visit to the Jackson school district) that went into detail about my personal beliefs about 
mindfulness so I could explicitly identify ways in which my background and views may 
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influence my work as a researcher (Maxwell, 2013, p. 46).  
 Despite my positive personal experience with mindfulness, I realize that it is very 
complex; I also understand that it is not a panacea. Though mindfulness changed some 
aspects of the way I conceptualize and conduct my life, it does not necessarily mean that 
mindfulness practices will have the same effect on others, including adults (e.g., teachers) 
or children (e.g., students). Fortunately, because I am most interested in the 
implementation and sustainability of mindfulness programs, including questions related 
to process, and am less (directly) concerned with student outcomes, I do not believe that 
my experience tainted my ability to analyze the data as objectively as possible.  
 Another common threat to validity is reactivity, which refers to “the influence of 
the researcher on the setting or individuals studied” (Maxwell, 2013, p. 124). As in the 
case of researcher bias, it is impossible to eliminate influence, but it is imperative “to 
understand it and use it productively” (p. 125). For example, I made a concerted effort to 
avoid using leading interview questions. According to Maxwell (2013), “a primary 
ethical obligation…is to try to understand how the participants will perceive your actions 
and respond to these. A first step in this is to put yourself in their position, and ask how 
you would feel if someone did to you what you are thinking of doing” (p. 92). To ensure 
and maintain an environment of trust, I was explicit with participants about the purpose 
of the study and I clarified exactly what I intended to do with the data, including how I 
would ensure anonymity and confidentiality by using pseudonyms and maintaining a 
separate, secure file with participant names and codes (Maxwell, 2013, p. 93). 
Envisioning myself from the participants’ perspective helped to diminish the potentially 
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negative impacts of reactivity. In addition to assessing researcher bias and reactivity, I 
also conducted member checks with interview participants to verify that my 
interpretation of the data was aligned with the meaning of their statements. (The use of 
verbatim transcripts and memos also helped facilitate this transparency.)    
 Selection bias may also have been a factor in this study. For example, though I 
sought participants from all five schools, all teachers interviewed were from one of the 
district’s three elementary schools. With the exception of one K-12 wellness professional, 
the remaining wellness professionals also worked in the elementary schools. It is likely 
that these participants agreed to volunteer to participate in the study because they have a 
heightened interest in the mindfulness program. Staff who do not participate in the 
mindfulness program, are apathetic about the program, or who may have overwhelmingly 
negative feelings about the program, did not elect to participate.  
 In an effort to become familiar with the data early in the analytic process, I 
transcribed each interview, verbatim. After transcribing the interviews, I conducted 
multiple close readings of the transcripts. Carrying out the exercise of repeated readings 
allows the researcher to become immersed in the data, which is necessary in order to 
“identify and interpret” the experience of participants (Hennink, Hutter, & Bailey, 2010). 
Once I was familiar with the data, I began the process of developing codes. Then, I 
thoroughly examined each interview and coded the data, using NVivo to digitize and 
capture the coding process.  
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Chapter IV: Ivy Child International  
 
Review: Research Question and Methodology 
 This chapter will explore the findings from Ivy Child International, an 
organization that provides mindfulness programming to school districts. Chapters 5 and 6 
will reveal the findings from the Jackson school district, which adheres to a similar 
philosophy and methodology as Ivy Child International. The first research question in 
this study focuses on the perspective of a mindfulness education program provider: For 
an organization that provides mindfulness training to school districts, what is their 
experience as it relates to mindfulness program implementation and sustainability? To 
answer this question, I conducted an open-ended, semi-structured interview with Rose 
Pavlov, Ivy Child International’s Founder and CEO.  
Ivy Child International is a non-profit organization that was founded in 2011 by 
Rose Pavlov19. Ivy Child International’s mission is “To provide universal mindfulness 
education to children and communities, prioritizing urban populations and their 
multicultural needs” (“Ivy Child International,” 2017). Ivy Child serves approximately 
4,000 individuals per week, in addition to providing 80 hours of professional 
development training weekly (“Ivy Child International,” 2017). The ultimate vision of the 
Massachusetts-based organization is “To develop mindful leaders who engage and impact 
social change, creating a culture of peace” (“Ivy Child International,” 2017). Ivy Child 
                                               
19 For information about Ivy Child’s board and team members, visit: http://ivychild.org/team/. 
Notable members include Lisa Wong, Board Chair (and member of the Board of Overseers at 
Boston University), and well-known mindfulness thought-leaders (George Mumford, Board 
Member Emeritus, Jack Kornfield, Senior Advisor, and Sharon Salzberg, Senior Advisor).  
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provides training to both staff and students through “intensive professional development, 
self-care and wellbeing strategies, and interventions to work with kids” (Rose Pavlov, 
Interview, September 29, 2017).  
History 
 As a graduate student enrolled in a positive psychology course at Harvard 
University, Rose Pavlov did not know that her final project would evolve into a revered 
non-profit organization, employing 50 people and serving 125 different “systems” 
(academic institutions and community organizations). (Some school districts that partner 
with Ivy Child are comprised of as few as five schools; in the case of Boston Public 
Schools, Ivy Child supports all 125 schools in the district.) For her final project in the 
positive psychology course, the instructor challenged the students with the following 
prompt: “If we could create anything in the world, what would we create and how would 
we bring positive psychology into the world?” For Rose, this “creation” was Ivy Child 
International, an organization that would soon grow to provide mindfulness education 
around the world. After the conclusion of the course, Rose was able to secure an 
“innovative teaching grant” that helped her pilot Ivy Child, “blending mindfulness-based 
learning tools with academic institutions and third world nations” (Rose Pavlov, 
Interview, September 29, 2017). As the organization evolved over time and the strategic 
focus was solidified, Ivy Child shifted its efforts to work primarily with urban 
communities in Massachusetts (e.g., Boston Public Schools), though they serve rural 
districts as well.   
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The Ivy Child Approach   
Ivy Child lists the following benefits of mindfulness practice in their marketing 
materials to school districts:  
• Boost productivity, focus, attention, and memory 
• Improves self-regulation and emotional intelligence 
• Increase body awareness and mental clarity 
• Strengthen the muscles and immune system 
• Reduce and manage stress 
• Increase engagement, morale, and performance 
• Bring a greater sense of unity and sustainable health practices to the classroom 
The effects of mindfulness, when practiced diligently, can be immediate and long-
term. (“Ivy Child Professional Development,” 2017) 
To bring these benefits of mindfulness to school staff and students, Ivy Child offers two 
programs: campus programs and professional development programs: 
Campus programs: Our campus programs offer daily mindfulness education in an 
in-school setting for students. These programs provide participants with mindful 
tools to increase awareness and focus, improve academic performance and 
engagement, and learn to self-regulate. Participants will learn coping skills to help 
them better navigate daily stressors. These programs can be customized to serve 
your specific needs and interests based on your site and population. We serve all 
ages, abilities, backgrounds and cultures. (“Ivy Child Campus,” 2017) 
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Professional development program: Our professional development program is 
designed to deliver mindfulness education to institutions and organizations 
seeking to create a healthy, harmonious, productive, and innovative environment. 
It helps educators and employees alike to develop and strengthen their own 
personal practice and integrate mindfulness into their daily life and work. 
Programs can be customized to serve the specific needs and interest of your 
school or organization. (“Ivy Child Professional Development,” 2017) 
To get a sense of the training that is offered as part of the professional development 
program, please see the following list of seminars that Ivy Child offers to “help support a 
self-sustaining and expanding mindfulness environment”: 
1. Introduction to Mindfulness and Wellness Strategies  
2. Mindfulness Strategies and Interventions (In education and/or the workplace)  
3. Mindful Leadership and Performance  
4. Creating a Mindful Culture (at work and/or school settings)  
5. Building Mindful Spaces (in the workplace and/or classroom)  
6. Developing Mindfulness Ambassadors and the Mindfulness Multiplier Effect 
– How can YOU multiply mindfulness? 
7. Stereotype Threat, Growth Mindset and Visioning – Mindfulness and the 
Classroom Environment 
8. A’s of Mindfulness – Awareness, Acceptance, and Appreciation  
9. B’s of Mindfulness – Breath, Balance, and Belonging  
10. C’s of Mindfulness – Concentration, Creativity, and Compassion  
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11. Mindful Reading and Writing – Connecting to The ELA Standards  
12. Mindful Mathematics – Connecting to The Math Standards  
13. Mindfulness and The Scientific Method – Connecting to The Science 
Standards  
14. Multicultural Mindfulness – Connecting to History, Social Science and 
Foreign Language Standards  
15. Mindful Music, Art, Dance and Theater – Connecting to The Arts Standards  
16. Mindfulness in The Digital Age – Connecting to The Digital Literacy 
Standards  
17. Assessing Mindfulness – Instruments and Analysis  
18. Reporting on Mindfulness in The Classroom and Planning for Mindfulness 
Showcase (“Ivy Child Professional Development,” 2017)  
Though the program goals of Ivy Child International and some “out-of-the-box” 
mindfulness education providers are similar, the major difference lies in the approach. 
Ivy Child takes an experiential learning approach, blending theory and practice, with the 
understanding that both adults and children learn best through lived experience. Further, 
Ivy Child places heavy emphasis on engaging the highest levels of school leadership, 
“culturally tailoring” program content and delivery, and focusing on urban populations 
with multicultural needs. Ivy Child does not offer “standard” eight-week mindfulness 
courses, nor are they a one-time workshop-based training provider; many of Ivy Child’s 
50 employees have a keen interest in working with unique populations and are “project-
based, working specifically during the academic year” (Rose, Interview, September 29, 
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2017).  
When asked what sets Ivy Child apart from other school mindfulness training 
providers, Rose remarked that Ivy Child works “exclusively” within systems – in other 
words, they’re engaging the highest levels of leadership to inspire “system change 
through staff development for all staff” (Rose, Interview, September 29, 2017). 
Additionally, Ivy Child has a “special focus” on children living in communities of color: 
“We really believe in that diversity and inclusion and access for the most vulnerable 
communities” (Rose, Interview, September 29, 2017).  Rose adds that Ivy Child aims to 
make their mindfulness education model “relevant” for each population: “I think that’s 
what really sets us apart…There isn’t a cookie-cutter approach because each 
circumstance is so unique and each district is so unique” (Rose, Interview, September 29, 
2017). Specializing in their work in both urban and rural communities, Ivy Child often 
works with students who are ESL learners, where subtleties such as the tone or volume of 
one’s voice, or the use of certain hand gestures, could be interpreted differently across 
cultures. The “nuances” of the backgrounds of the program participants encourage Ivy 
Child to leverage different techniques and tools for different audiences. Rose also 
respects the fact that staff and students are coming to this work with different strengths 
and skill sets: “Not everyone is a yogi; not everyone is a quiet meditator” (Rose, 
Interview, September 29, 2017). 
Though the settings may differ, Ivy Child’s approach to engaging leadership is the 
same from district to district. Ivy Child begins the partnering process by communicating 
with the highest levels of leadership – superintendents, principals, committees, etc., to 
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ensure that the district has true “system-wide” support. The reason behind Ivy Child’s 
push for systemic buy-in is grounded in the organization’s belief that a student’s 
exposure to mindfulness should not be “siloed” (not limited to a particular teacher, class, 
or school). The goal is continuity from elementary through high school, “As opposed to 
just having the amazing third grade teacher who does mindfulness and then not being 
able to continue it from there” (Rose, Interview, September 29, 2017). 
Interviewer: How does that continuity develop?  
Rose: We do a complete assessment of the district and what [resources] we have 
at hand…We essentially do a SWOT analysis (strengths, weaknesses, 
opportunities and threats). (Rose, Interview, September 29, 2017) 
Rose goes on to describe that the analysis focuses primarily on human capital and 
existing organizational structures to determine “avenues and pathways that exist or may 
not exist,” adding that “political motivations” are also taken into consideration (Rose, 
Interview, September 29, 2017). An important component of this analysis is determining 
how a particular district might incentivize their staff to participate in a mindfulness 
program. The programming is customized entirely depending on who will be providing 
the intervention, as well as considering what is “feasible and attainable” (Rose, Interview, 
September 29, 2017). During the analysis, the Ivy Child team will discuss 
communication, outreach, and messaging strategies with each school. The goal, Rose 
contends, is to develop long-term program plans that are “essentially self-sustaining” 
(Rose, Interview, September 29, 2017). It is not the intent of Ivy Child to “be in there 
forever”; instead, the focus is on “building capacity within systems so they can actually 
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own their mindfulness system as well as building that culture” (Rose, Interview, 
September 29, 2017). 
 After conducting the analysis of a school district’s resources, Ivy Child then 
begins to help schools “build pathways to broaden access, frequency, and dosage around 
mindfulness for all staff” (Rose, Interview, September 29, 2017). Rose uses the example 
of the Concord, Massachusetts public school system (a small district which is comprised 
of five schools; three elementary, one middle, and one high school), stating that the goal 
is to get everyone trained “intensely” in mindfulness, including staff from transportation, 
facilities, dining services, senior administration, support staff, and teachers – a “complete 
system-wide integration” (Rose, Interview, September 29, 2017). The notion behind this 
approach is that students are constantly interacting with staff from a variety of 
departments within a school district: “We need presentation from across the entire district 
for it to really be effective and not just be something you do in class, because our kids are 
all over; their experience…is so much broader than that” (Rose, Interview, September 29, 
2017). Another unique aspect of Ivy Child’s approach is how they work with schools to 
develop “professional learning communities within each content area” (Rose, Interview, 
September 29, 2017). In Rose’s example, all teachers would collaborate within their 
content areas (e.g., math, science) “around how to build mindfulness across our specific 
subject area so it is not just siloed” (Rose, Interview, September 29, 2017). (Mindfulness 
programs tend to be “owned” by a school or district’s health or wellness departments or 
programs.)  
In addition to integrating mindfulness work into subject areas, Rose also suggests 
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that an effective way to begin integrating this work into the everyday routine of the 
classroom is to incorporate a “mindfulness corner” (i.e., a peace corner). Breathing 
exercises are also a commonly used technique: “People love anything with counting and 
breathing” (Rose, Interview, September 29, 2017). One tool that Ivy Child uses is called 
“calming hands” – students create handprints and then count the fingers from 1-10 as 
they inhale and exhale. Rose shared that some children “have a set at school and a set at 
home…sometimes parents have them in their car” (Rose, Interview, September 29, 
2017). Rose also talked about Ivy Child’s success with synchronizing students’ breath 
with yoga or music – anything that “resonates” or “builds positive associations and elicits 
positive emotions” (Rose, Interview, September 29, 2017). To speak to their multicultural 
mission, Rose remarks that if the particular group likes “salsa or merengue or 
Bollywood… We want them to move with mindfulness in all that they do, no matter 
where they are – not on a mat, in the classroom, or on the field, or on the court…this is 
something they can carry and apply wherever they are” (Rose, Interview, September 29, 
2017). 
One meditation that Ivy Child frequently uses with both students and staff is the 
“Lotus Flower Meditation.” This meditation takes approximately three minutes and thirty 
seconds to complete, but can be repeated as many times as necessary. According to Rose,  
The lotus flower is a reflection of our own lives; it is a unique flower that seeds 
and blossoms simultaneously and drives and perseveres in the muddiest of 
circumstances. How can we persevere with courage, strength and vitality to 
continue to try to strive and persevere and blossom, just as a lotus flower? 
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(“Unlocking Children’s’ Potential – TEDx, 2014) 
During the lotus meditation, students can view an animation of a lotus flower and 
simulate the flower’s petals as they open and close by breathing in as the petals expand 
and breathing out as they contract. Rose explains that “Kids like anchoring visually on 
something to help them pay close attention. This meditation can be done seated, with 
open arms wide, and hands closing palm-to-palm in front of the heart” (“Ivy Child 
International – Learn How to Meditate,” 2017). The animation of the lotus flower 
meditation depicts the words of the following sequence: “Breathe in peace, breathe out 
stress, breathe in happiness, breathe out sadness, breathe in hope, breathe out worry, 
breathe in love, breathe out anger” (“Ivy Child International: Lotus Flower Meditation,” 
2017). According to Rose, “Kids love breathing and practicing with bubbles, breathing in 
love and then breathing out bubbles into the world” (“Ivy Child International – Learn 
How to Meditate,” 2017). Students can even lead one another in the meditation, 
instructing each other to “Put your hands on your laps, close your eyes, breathe in for 
four seconds, out for three seconds.” At the end of the meditation, you can hear one 
student whisper to another, “That’s nice,” as the other responds, “I know” (“One Way to 
Meditate,” 2016). For further examples of mindfulness practices that Ivy Child employs 
with students, please see Appendix I.  
When asked about staff reactions to mindfulness, Rose explained that teachers 
have diverse perspectives regarding their participation in a given program:       
There’s always a mix, because people come from such diverse backgrounds and 
perspectives. There are some who are incredibly motivated…some that are 
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showing up because they get paid…some are there in some schools because 
they’re just volunteering to be there and they just know this [mindfulness] is 
effective. (Rose, Interview, September 29, 2017) 
In terms of how schools position mindfulness training as a benefit, Rose points out that 
“Financial compensation comes up a lot” (Rose, Interview, September 29, 2017). Some 
districts pay their staff to participate, others provide the training as a professional 
development (PD) opportunity to gain PD credits or graduate school credit, with the hope 
that participation will translate into an increase in salary. In addition to financial 
incentives, teachers note a range of benefits from participating in the program:    
Interviewer: What kind of feedback do you get from teachers or staff who are 
engaging in this work?  
Rose: Some of the feedback we get from teachers is that, certainly, it helps them 
deal with stress, but a surprising benefit they find is that it helps them improve 
their relationships at home…They carry a lot of their stress home, and that creates 
a lot of unrest and discourse in their lives…They certainly are more able to better 
navigate the stress. It is not that the stress doesn’t exist or won’t persist – it does 
persist. They find they are better able to simply focus, and still pay attention, and 
make good decisions in the face of adversity and stress. (Rose, Interview, 
September 29, 2017) 
Teachers have pointed out to Rose that some students have brought their mindfulness 
practices into their own homes, instructing their parents and siblings on mindfulness 
practices, such as learning how to breathe.  Rose refers to this phenomenon of the 
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diffusion of mindfulness as the Mindfulness Multiplier Effect™, which she’s presented 
on at various conferences focused on mindfulness initiatives. According to her definition, 
the Mindfulness Multiplier Effect™ occurs when: 
The opportunity when you give access to an individual – and in our case, children 
and staff who work with children – the opportunity to safely and securely practice 
and journey within…That safety piece is so important because not everyone feels 
safe to go deep and to actually look at ourselves, so creating that safe haven is 
really important. But once you provide that access and opportunity, it not only 
impacts their direct wellbeing, it ripples out to everyone in their larger worlds – 
their friends and their colleagues and their peers and their neighbors and their 
family members…The more we can broaden that for each individual, the greater 
the impact the Mindfulness Multiplier Effect™ will have. (Rose, Interview, 
September 29, 2017) 
In addition to reporting many positive experiences, schools also face challenges 
before, during, and after the implementation of a mindfulness program. When asked 
about the most significant challenges facing schools, Rose noted that time and funding 
were the “greatest reported impediments” among staff in schools (she was careful to 
place emphasis on the word “reported”) (Rose, Interview, September 29, 2017). Rose 
understands that, although competing demands certainly put a strain on one’s time 
management, she has found that people have a willingness to find the time to practice 
mindfulness once they learn that they can “achieve what they need to achieve more 
effectively when they make space for mindfulness. So, opposed to looking at it as one 
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more thing to do, how can they integrate [mindfulness] so it makes them more effective?” 
(Rose, Interview, September 29, 2017). With all of the experience Ivy Child has, having 
worked with so many organizations, Rose also understands that securing dedicated 
human capital is paramount for success:  
…finding effective individuals who are willing to embody and to share this work 
authentically as opposed to “this is something I need to check off my 
checklist”...[they] went through the mindfulness training, but you’re not really 
walking the walk and the kids will be the ones to tell you that they’re [the staff] 
not really mindful. (Rose, Interview, September 29, 2017) 
Rose asserts that adults “modeling and embodying” the process of mindfulness is 
absolutely critical to running successful school-based programs. This embodiment helps 
to create and support a culture that is truly dedicated to developing mindfulness: “To 
really create effective strategies in working with kids, we have to be mindful ourselves.” 
In terms of “student-driven” and “student-focused” interventions, Rose shared that she 
has received candid feedback from students who say, “My teachers really need this; 
people in the building really need this. It would help me with my mindfulness practice if 
they actually practice this stuff” (Rose, Interview, September 29, 2017). Rose remarks 
Ivy Child’s programming aims to give students a chance to lead mindfulness exercises 
“to develop more of a mastery and go from there” (Rose, Interview, September 29, 2017). 
A common challenge for schools – the issue of secularity – has “rarely” been an 
issue for Ivy Child. When the discussion about mindfulness practices and secularity 
surfaces, it is typically due to “misconceptions or misunderstandings about what 
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mindfulness is…and that’s really an opportunity to educate families” (Rose, Interview, 
September 29, 2017). Rose notes that mindfulness needs to be taught as a secular 
practice, based on research, and understanding its impact on the brain. While the 
mindfulness programs that Ivy Child creates are secular in nature, that does not mean that 
Rose (or other Ivy Child staff members) have to denounce their spiritual ties to 
mindfulness. Rose has an interesting personal background, which is the source of her 
motivation to bring mindfulness into the lives of others. Being Southeast Asian with an 
Indian family, Rose remarks that she “comes from an intergenerational family of 
meditators” (Rose, Interview, September 29, 2017). Though there is much debate around 
this topic, Rose truly feels that the validation of mindfulness as being effective from a 
scientific standpoint is “a gift that the West has given the East” (Rose, Interview, 
September 29, 2017). To make her situation even more layered, Rose was raised 
Catholic, remarking that those with a “spiritual foundation and core have an added edge 
when it comes to mindfulness” (Rose, Interview, September 29, 2017). Rose adds that 
“those who are already creating spaces for contemplation are already primed to be able to 
use mindfulness far more effectively” (Rose, Interview, September 29, 2017). Rose goes 
on to explain the importance of highlighting the universal benefits of mindfulness, as 
opposed to being a practice that “threatens any one faith or endorses any one faith” 
(Rose, Interview, September 29, 2017). 
When asked what advice she would provide to a district who was considering 
implementing a mindfulness program, Rose was clear that “engagement and buy-in at all 
levels” is essential for success (Rose, Interview, September 29, 2017). To foster that 
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engagement, it is necessary for Ivy Child to educate school staff about mindfulness. The 
commitment of the staff is what drives the program, so Ivy Child takes care in presenting 
accurate information to staff who could potentially participate in the mindfulness 
program. In addition to presenting information about the benefits of mindfulness, Ivy 
Child elucidates misconceptions about what mindfulness is (and what it isn’t), surveying 
staff to get a sense of their understanding of mindfulness. In terms of working with staff 
who prefer not to participate in the program, Rose shared, “That’s always a shakeup, but 
what we know is that it [the mindfulness program] is most effective when people are 
opting in and are engaged and committed…it is all about what you put into it” (Rose, 
Interview, September 29, 2017). Rose was clear that mandating participation in a 
mindfulness program is not advisable: “It is really important that people be engaged and 
want to be there” (Rose, Interview, September 29, 2017). After attending the required 
“Introduction to Mindfulness” presentation from Ivy Child, school staff can elect to 
participate in more intensive instruction on mindfulness.  
Once school staff are engaged in the program, Rose explained that sustaining 
mindfulness programs over time comes down to continuity and consistency: “Especially 
as you begin and set the foundation for it [the mindfulness program], there has to be a 
high level of dosage and frequency up front” (Rose, Interview, September 29, 2017). 
Rose goes on to mention that she often receives feedback from school staff who are 
“jazzed up” about the program, and then find themselves lacking the resources or 
structure to maintain enthusiasm. Despite the fact that these enthusiastic staff begin by 
thinking that maintaining a mindfulness practice was going to be “as easy as brushing 
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your teeth, as easy as getting up and going to the gym,” it is difficult to maintain that 
stance over time (Rose, Interview, September 29, 2017). Rose underscores the 
importance of incorporating what she refers to as “do now’s” in order to sustain 
engagement (e.g., a “do now” could be ringing a bell and having a mindful minute of 
breathing each time a teacher commences a lesson). This consistency, Rose argues, can 
make the execution of mindfulness programs easier and more automatic over time: “It is 
just like building new habits, right?” (Rose, Interview, September 29, 2017). 
Although it may be difficult to maintain the “habit” of practicing mindfulness, 
Rose was able to share what she believed to be some of the major successes of Ivy 
Child’s work. In response to the question, “What do you feel are the most significant 
benefits of Ivy Child’s programming?” Rose was quick to reply that “kids find that 
there’s another way to cope,” noting that a child who may have acted out (in any number 
of ways) “has been given this gift and opportunity of understanding that there’s another 
way,” ultimately resulting in helping that child become less reactive (Rose, Interview, 
September 29, 2017).   
When you broaden that gap between impulse and action and give that power of 
pause, they’re able to really know that they have this incredible inner super 
power, or their superhero, or their best friend that they have with them at all 
times…A lot of kids say they feel they’re able to actually navigate life much more 
constructively, and, as a result, they’re happier. You see that they’re healthier, 
they’re happier, and yes, the benefit also is [that] they’re better able to be more 
engaged at school and more engaged at home and in other things they do…that’s 
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really the essence of the work that we’re trying to do. (Rose, Interview, 
September 29, 2017) 
In terms of “widening the gap between impulse and action” Rose contends that you 
“really give power and strength in their [students’] ability to pause and feel comfortable” 
(Rose, Interview, September 29, 2017).  Rose also stated that she has witnessed improved 
attendance and reduced disciplinary sanctions in certain districts.  
 Although Ivy Child has experienced success and partnered with many school 
districts, Rose explained how she and other Ivy Child employees continue to strive for 
even stronger relationships with schools:    
Interviewer: What’s next for Ivy Child?  
 
Rose: Depth and breadth – really going deep within our existing systems, being 
really effective in that relationship-building, and broadening our base of 
“investors” by way of staff and students and youth to be able to grow this work 
because…they’re going to be the ones that are the change agents in their schools; 
we just provide the platform and the resources and the guidance to be able to do 
so. (Rose, Interview, September 29, 2017) 
Currently, Ivy Child receives daily service requests to assist schools and other 
community organizations. Ivy Child does accept every request, however; the requesting 
organization needs to be a “mutual fit” that “falls within the mission and vision [of Ivy 
Child]” (Rose, Interview, September 29, 2017). Rose also points out that teachers, 
administrators, and parents contact Ivy Child, acknowledging that they “really want this 
in my child’s school” (Rose, Interview, September 29, 2017). If a request is made, Rose 
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reaches out to the school’s principal and the district administrators to begin a 
conversation. True to Ivy Child’s system-wide approach, Rose notes that “Even though it 
[a request for programming] could come through an amazing teacher,” it is necessary for 
that teacher to “tie us into their system leadership” (Rose, Interview, September 29, 
2017). 
When asked about how Ivy Child is able to provide services to schools and 
community organizations, Rose spoke about the importance of identifying “amazing 
partners and investors” who can help grow Ivy Child’s capacity to serve (Rose, 
Interview, September 29, 2017). Acknowledging that funding is always an issue, Rose 
adds that it is equally, if not more challenging, to find the right people to spread Ivy 
Child’s mission:  
…really authentic people to lead this work and embody this work, whether it is on 
the research arm or human resources arm or financial arm or practitioner and 
teaching arm – every single part of us…this body of Ivy Child…needs to be able 
to live and breathe this work. (Rose, Interview, September 29, 2017) 
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Chapter V: The Jackson School District (Part I)  
 
Review: Research Question and Methodology 
The research question in the Jackson school district case study was designed to 
determine the perceived goals, successes, and challenges related to the implementation 
and sustainability of the district’s mindfulness initiative according to district and school 
administrators, teachers, and wellness professionals20. Due to the lack of research on the 
implementation and sustainability of K-12 mindfulness programs, this study has the 
potential to illuminate some of the salient issues faced by a district that has been 
engaging in mindfulness practices for over a decade. The purpose of this chapter is to 
present key findings based on the analysis of the data collected in the course of this study.  
During the 2016-2017 school year, I surveyed and interviewed staff from the 
Jackson school district. Nineteen people completed the survey, which was intended to be 
a precursor for the interviews, though completion was not required in order to participate 
in a follow-up interview; four of the 21 people who were interviewed did not complete 
the survey, and one person completed the survey who did not participate in an interview. 
To gain further insight, in the fall of 2017, I conducted follow-up interviews with one 
wellness professional and one teacher; I also interviewed an additional district 
administrative professional. For more detailed information about the participants (such as 
their occupations), please refer to Appendix B.   
The Jackson case study is partially deductive in nature, as I had consulted the 
                                               
20 The distinction “wellness professionals” refers to a combination of four guidance counselors 
and a school psychologist.   
 
 
 
136 
research on program implementation, focusing on two conceptual framework(s) to guide 
the line of questioning (Durlak & DuPre, 2008; Meyers, Durlak, & Wandersman, 2012). 
While the frameworks helped to loosely shape the development of the survey and 
interview questions, I encouraged participants to address the issues that they felt were 
significant, allowing me to conduct a primarily inductive analysis of the data. I began the 
process of data collection by posing two open-ended questions via an online survey:  
1) In your opinion, what is the goal of the mindfulness initiative at your school?  
2) In your opinion, what do you feel is the greatest challenge associated with the      
implementation and/or ongoing maintenance of your school’s mindfulness 
initiative?  
Survey participants provided their names, making it possible for me to use each 
individual’s survey data when drawing from the interview guide (see Appendix C). For 
example, if a respondent indicated that he or she felt that allocating time for mindfulness 
practice was a challenge, I may have asked that participant to elaborate on his or her 
experience with regard to time constraints. Conversely, I also enabled an open dialogue, 
inviting participants to discuss the range of topics they felt were important to them, 
regardless of whether or not those issues were expressly addressed in the survey results. 
For example, though I did not ask any participant about specific mindfulness tools or 
techniques they employed, nearly every participant spoke about the use of a particular 
mindfulness tool called a “peace place,” describing how it was helping to promote 
positive changes in student behavior. The balance of deductive and inductive inquiry 
helped me focus while remaining open to the data.    
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Organization of the Findings 
 Using the codes developed from the survey data and verbatim interview 
transcriptions, I conducted a thematic analysis of the data, resulting in six primary 
categories: implementation, staff engagement, tools and techniques, challenges, 
sustaining engagement, and advice for others. The following is a brief outline of the 
sections:  
1) Implementation: I will present a detailed description of the Jackson school 
district, telling the “story” of the district’s mindfulness program implementation, 
which includes information about pre-implementation considerations and actions; 
this section concludes with a brief account of the current state of Jackson’s 
mindfulness initiative, which will be expanded upon in the section on sustaining 
engagement.   
2) Staff Engagement: The staff engagement section begins with a description of 
participants’ perceived goals of the program, which provides a segue into the 
findings related to program buy-in. This section concludes with findings related to 
staff training, focusing on how training has (or has not) impacted participants’ 
personal and professional lives.  
3) Tools and Techniques: Next, I report findings regarding the impact of various 
mindfulness tools and techniques that are used by participants. This section 
includes an account of the widespread use of the peace place (a particular type of 
tool). Additionally, specific school mindfulness practices will be explored.  
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4) Challenges: While challenges are present in the findings in all categories, there 
are several challenges that emerged as particularly pressing for staff. Findings will 
be presented on: 1) the secularity of mindfulness and the impact on families, 2) 
lack of time (i.e., to be trained, to practice mindfulness for oneself, and to practice 
with students), 3) issues related to consistency (e.g., continuity of exposure to 
mindfulness practices throughout a student’s K-12 experience), 4) unique 
challenges faced by the middle and high schools, and 5) student buy-in, focusing 
on students who have experienced trauma and may struggle with the quiet or 
silent nature of some commonly used mindfulness exercises.  
5) Sustaining Engagement: This section presents findings that encompass several 
core topics, including: turnover, funding, “keeping things fresh,” and 
communication and collaboration (within and across districts and with families); 
this section will conclude with a description of the present-day mindfulness 
initiative in Jackson, highlighting the district’s plans for the program moving 
forward.   
6) Advice for Others: The final section will focus on participants’ advice for other 
districts or schools that are considering implementing mindfulness programs.   
Although the research question is focused on the perceived goals, successes, and 
challenges related to the implementation and/or sustainability of the Jackson school 
district’s mindfulness program, the data is too complex to be categorized and presented 
solely in terms of those three domains. The words success and challenge can have 
different, subjective meanings depending on the participant; what may be considered a 
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success for one person could present a challenge for another. Further, there can be 
elements of a specific topic (e.g., secularity) that contain elements of both successes and 
challenges. (The concept of goals, while also subjective, is more cleanly delineated, and 
will therefore be presented as an aspect of the findings on staff engagement.) In Chapter 
7, I will discuss how these findings relate to the conceptual frameworks on 
implementation. 
The Jackson School District 
The small city of Jackson is located in the Northeast region of the United States. 
Jackson has a total population of approximately 20,000 people, spanning an area of 30 
square miles.  Thirty-five percent of Jackson’s workforce is employed in the fields of 
education, health care, or other social service professions. Economically, Jackson leads 
its state in terms of gross retail revenue. The district is not racially diverse, with 90% of 
the population reported as being White (non-Hispanic). Comprised of five schools – three 
elementary, one middle and one high school – Jackson serves approximately 2,500 total 
students and employs approximately 200 teachers (FTE). Four of the five schools are 
clustered in close proximity, while the fifth is located a short distance from the others. 
Though demographic information is helpful, it is, perhaps, more important to explore the 
culture of the Jackson school district when considering its decision to implement a 
district-wide mindfulness initiative.  
Progressive, with a history of promoting social-emotional programming and 
experimenting with innovative practices, Jackson’s culture is one that embraces change 
with an open mind. The district has an appetite for innovation but is careful to consider 
 
 
 
140 
the implications of its large-scale programming decisions, consulting with parents and 
families and the wider, tightly-knit Jackson community; the efforts of the schools are a 
source of pride for many residents. With its dedication to promoting wellness initiatives, 
it is unsurprising that Jackson was among the first school districts in the nation to 
implement a district-wide mindfulness initiative. Despite hard work and challenges, with 
unrelenting dedication, Jackson has sustained its mindfulness program for over a decade.  
Implementation 
Of those interviewed, 12 of the 21 participants were present at the time of the 
initial implementation in 2007-2008. Even some participants who are relatively new to 
the district spoke of the implementation process, arguably because the mindfulness 
program is a critical aspect of the district’s culture and identity; it is unsurprising that 
participants are aware of the history of the program. Many elements of Jackson’s present-
day mindfulness program can be traced back to the decision-making process of the 
implementation.  
Jack, who is currently a district administrator (but held an administrative position 
in the middle school at the time of the implementation), shared that the ethos of the 
mindfulness program is situated within the longstanding goal of the district – to focus on 
the health and wellness of students. Though the implementation of Jackson’s mindfulness 
initiative placed the district ahead of the curve, it was not a radical departure from the 
social-emotional support that the district was already committed to providing to its 
students (Interview, Jack, February 2, 2017). In 2001, inspired by a mindfulness 
researcher’s work with children, two of Jackson’s elementary school guidance counselors 
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began exploring the benefits of mindfulness practices for the district’s staff and students. 
In the wake of the terrorist attacks of 9/11, many Americans, including the staff in the 
Jackson school district, were feeling fearful, stressed, and overwhelmed.  
Despite keen interest in the potential of a mindfulness program, the district would 
not formally launch the initiative until the 2007-2008 school year. This delay was due, in 
part, to extensive planning, including gathering input from families and the community, 
consulting with outside experts in mindfulness, and training the initial group of staff 
members who would be responsible for the execution of the program. It also required 
time (which was, and still is, in short supply) to secure external funding for this bottom-
up, grassroots effort.  
Though preparing to implement the district’s mindfulness program was a 
significant undertaking, the Jackson school district enjoyed the benefit of partnering with 
a researcher who was interested in how mindfulness programming might impact their 
particular demographic. (To maintain the confidentiality of the district, the identity of the 
researcher cannot be disclosed.) It should be noted that this level of engagement from a 
researcher would be highly unlikely for most districts that are implementing mindfulness 
programs today; however, as Jackson prepared for implementation, school mindfulness 
program curricula did not yet exist, whereas today there are a number of organizations 
that are dedicated to bringing mindfulness programs into schools. The guidance of this 
researcher was, arguably, a necessary ingredient for success at the time; that said, it was 
only one piece of the puzzle.  
Another critical component for a successful implementation is the support of 
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program “champions.” These champions are able to dedicate the necessary time and 
effort to get the program off the ground, build enthusiasm for the initiative, and act as 
resources for those with questions or concerns. Upon deciding that it was worthwhile to 
pursue the implementation of mindfulness programming in their district, the program 
champions sought to gain the support of the school board and the superintendent. 
Preparing for implementation, the Jackson school district benefitted from a highly 
supportive administration who recognized the need for a mindfulness program for both 
staff and students. As part of the planning process, the program champions hosted a 
presentation for the school board, dedicated to the topic of mindfulness in schools. The 
champions described, in detail, what the program was aiming to achieve (focusing 
primarily on the neuroscience that underlies mindfulness) and what degree of 
commitment would be required to make its execution possible. This overt communication 
from the pioneering staff was critical: “Anything that has potential to be controversial is 
of interest to the school board and certainly of interest to the superintendent” (Jack, 
Interview, February 2, 2017).  
In addition to obtaining buy-in from the highest levels of the administration, it 
was also necessary to have the support of building principals. Once the school board and 
superintendent were confident that the mindfulness program was appropriate for the 
district, they were able to provide guidance and leadership for other administrators. Jack 
described how it was essential to gain the support of the schools’ principals:  
Interviewer: What kind of impact would it have if you didn’t have the 
support of a principal in a school?   
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Jack: It would be everything. (Jack, Interview, February 2, 2017) 
The decision made by all levels of the district’s administration to prioritize the 
mindfulness initiative set it on the path for success.  
In order to implement the mindfulness program, the district had to secure 
adequate funding to cover the cost of staff training and retreats, materials, and tools for 
classrooms. Parker, a K-5 wellness professional, describes the steps that the district took 
to secure federal funding via existing grant programs aimed at prevention (e.g., drug use 
prevention, tobacco use prevention, anti-bullying programs), or, as she referred to it, “soft 
regulation.” Funding was also obtained by leveraging health promotion grants. At the 
time of the implementation, the Jackson school district already had two established 
committees (a wellness committee and a drug and alcohol prevention committee) that 
were able to contribute to the effort: “There was a lot of overlap; we were all on the same 
page” (Parker, Interview, February 2, 2017). The district also received support from a 
local business.  
We started identifying the prevention sources that we could tap, making a 
connection between mindfulness and classroom climate, mindfulness and self-
regulation (in teachers and then in students) and it wasn’t that hard to be able to 
draw those prevention funds. (Parker, Interview, February 2, 2017) 
Once funding had been established, it was appropriate to begin communicating 
about the mindfulness effort to the broader Jackson community. While planning the 
mindfulness program implementation, and particularly during the first two years after the 
program’s launch, the district was vigilant about communicating with parents, families, 
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and other members of the community. Jack explained that prioritizing the program’s 
potential impact on families in the district was essential:   
Families are important to us. Our job is to make sure that we’re doing work that’s 
not offensive to families. It is really important for us – it is the absolute first thing 
that you need to do when you sit down as a district and begin to understand 
whether you’re going to bring in mindfulness – that’s where you start. (Jack, 
Interview, February 2, 2017) 
To make the mindfulness initiative as transparent as possible, the district hosted 
community nights (primarily for parents, but open to the greater community); the goal 
was to ensure that the people of Jackson were knowledgeable about the district’s 
commitment to promoting mindfulness with its students. From this effort, a “parent-
champion” emerged who was able to help address the questions and concerns of other 
parents. People who worked or lived in nearby school districts were also invited to attend 
the sessions (later, we’ll learn that Jackson often communicates and collaborates with 
other districts about mindfulness, both locally and nationwide).  
Collaboration within the district was also paramount. Implementation science 
demonstrates that the diffusion of innovations is most successful when there is shared-
decision making and non-hierarchical consensus. The Jackson school district made the 
decision to convene a district-wide mindfulness committee that had representation from 
all five schools as well as the superintendent’s office (the committee still exists today, 
though membership has changed over the years). Additionally, there was at least one 
parent on the mindfulness committee when it was first created. Although the committee 
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was responsible for managing all aspects of the mindfulness program, Jack explains that 
convening the committee served an even larger purpose – maintaining unity across the 
schools in the district:  
If we’re not careful about communication between those five schools, then it is 
difficult to have some measure of unity. If you don’t have unity, then you 
certainly have division, and if you have division, then you’re not prepared to 
respond to questions or concerns if they were to come up. If you’re not united, 
then one school might have one way of explaining what they’re doing and another 
school might have another way, and that’s not a healthy process for a district. The 
committee is designed to help folks understand that united effort and why it is so 
important to be thoughtful and deliberate about what we do. We certainly 
wouldn’t want to be fragmented, so the committee helps us to work together as a 
whole district and be accountable to the superintendent, to be accountable to the 
school board. (Jack, Interview, February 2, 2017) 
  The Jackson school district was also methodical about rolling out components of 
the initiative. Introducing a mindfulness program to a district is often handled differently 
than introducing a new academic curriculum, chiefly (but not solely) because 
participation in mindfulness program is often voluntary. Proceeding cautiously helped 
ensure that Jackson staff, families, and community members understood (and, in most 
cases, supported) the mindfulness initiative. As the literature demonstrates, implementing 
mindfulness programs in schools can quickly lead to concern and controversy, especially 
surrounding its secularity (or perceived lack thereof). Jack shared that if the mindfulness 
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initiative had seemed radical during the implementation planning phase, it would have 
signified that the roll out may have been occurring too quickly (Jack, Interview, February 
2, 2017). Though their participation was critical, the highest levels of administration were 
not the only staff who needed to be aware of the potential ramifications of not 
approaching the implementation with caution. Jack spoke of the district’s commitment to 
ensure that any staff member who was considering integrating mindfulness into their 
work needed to have an understanding of the benefits and drawbacks of introducing 
mindfulness in schools, with the most obvious concern being the potential to confuse and 
upset families if the initiative was interpreted as being religious or spiritual in nature.  
 After sufficiently addressing potential pitfalls and concerns, decisions were made 
regarding the content of the program.  As Jack notes, when you implement a mindfulness 
initiative, one needs to prioritize which elements of the program are the most important, 
and which can either be left behind or assessed at a later phase. Jack used the example of 
possibly singling out a particular mindfulness tool or activity, a “signature technique,” 
that all of the participating staff might use.  
 Administrators were on board, an oversight committee had been established, 
families and the community had been informed, and potential problems were assessed; at 
this point, it was time to secure buy-in from the staff. The mindfulness committee aimed 
to achieve 80% buy-in (i.e., to have 80% of the staff be, at minimum, interested in the 
prospect of exploring mindfulness). Jack notes that if the committee believed that they 
had not secured that degree of support, they may not have proceeded with the 
implementation at that point in time; instead, they may have elected to revisit the 
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prospect of a introducing a mindfulness program if and when that buy-in threshold was 
reached. For Jack, obtaining buy-in from staff meant communicating thoroughly and 
accurately to staff, conveying the essential message that the mindfulness program should 
be seen as an opportunity for staff; professional development was a priority for the 
district (Jack, Interview, February 2, 2017).  
Although the mindfulness committee sought as much staff participation as 
possible, they made the foundational decision that staff would not be mandated to 
participate in mindfulness training, nor would they be expected to implement mindfulness 
practices with students; despite its popularity, the program was, and remains, completely 
voluntary for staff and students: “You want the people that are interested to be the ones 
piloting it, not the people that are feeling forced into it, [because] then, you get a lot of 
resistance” (Parker, Interview, February 2, 2017). As we will learn from the remarks of 
other participants, one strategy for establishing buy-in was to help staff understand the 
ways in which some of the mindfulness practices were very similar to activities or 
techniques that were already incorporated into their classrooms: “Breaks have been a 
necessary tool for educators, forever. Kids need breaks. Adults need breaks” (Jack, 
Interview, February 2, 2017). Jack leveraged this connection as an opportunity to help 
staff understand that the same breaks would be taking place; however, by leveraging 
those breaks as an opportunity to explore mindfulness practices, it could potentially help 
children to be more regulated and better prepared for the next learning activity. 
Additionally, it was critical that staff had a thorough understanding of the research on 
mindfulness, particularly as it pertained to the brain and its influence on learning.  
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Another logistical issue to consider was determining which staff would participate 
in the initial rollout, or pilot. Parker, a wellness professional for an elementary school in 
the district, noted that, initially, there were more interested parties than there were seats 
in the program. The decision was made to “prioritize” participation, beginning with 
elementary school teachers, and then moving on to include additional staff who had 
significant contact with students. Courtney, a K-12 district wellness professional, noted 
that staff from the early elementary grades were the first to be considered for mindfulness 
training, though others (either in upper grades in the elementary schools or in the middle 
and high schools) could participate in the mindfulness training course:  
I think elementary [school], in many ways, is the easiest of those three 
[elementary, middle, and high school] because there’s a certain element of 
mindfulness that oftentimes can be quite playful…Younger kids are less self-
conscious as well…I think elementary teachers oftentimes are more playful with 
their students. (Courtney, Interview, April 5, 2017) 
While the objective of the mindfulness committee was to approach the rollout 
slowly and deliberately, the program implementation also needed to be aligned with the 
climate of the district. One of the program’s pioneers, a K-5 wellness professional, 
recounts the timing of the rollout. In hindsight, she feels the program should have been 
introduced at a later point in time due to other significant changes that were occurring in 
the district:  
It would’ve been ideal if we had done the mindfulness work and then bombarded 
our staff with all [of] the changes in educational philosophy – not so much 
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philosophy, but practice, especially at the elementary level. We’ve got new 
curricula at every level, which means that every teacher needs to throw out the 
bathtub and the baby and start over again with what they’re teaching, collecting 
materials to do it, becoming an expert in the methodology, etc. If we had 
[implemented] mindfulness first, I think our teachers would’ve been a lot better 
prepared for that [the educational changes]. But the up spin…is that we had 
people that were really burning out and feeling overwhelmed and were really 
hungry for this and found immediate healing and relief and respite in this work. 
And with that, when they were able to own their own individual experience, they 
were able to translate [it] into the classroom and bring that to kids who were also 
under incredible stress. (Morgan, Interview, February 3, 2017)  
Despite having to overcome challenges with timing, the program was successfully 
launched during the 2007-2008 school year. The program structure following 
implementation remains very much the same a decade later. To provide training for staff, 
Jackson partnered with a local college to offer a year-long course on mindfulness; the 
group meets once a month for 2.5 hours, in addition to participating in two weekend 
retreats during the year. Before bringing mindfulness into their work with students, 
Jackson staff are highly encouraged to participate in the course/training, which can be 
used for professional development credits or graduate school credit (which, in theory, 
helps teachers move up the pay scale). The district pays for staff participation in the 
course. Morgan, an original program champion and current member of the mindfulness 
committee, emphasized that offering classes in the evenings was intended to “make it 
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easy for teachers,” noting that there were also some challenging logistics when the course 
was offered as a “professional day,” as that often meant that multiple teachers from a 
particular school were out of the building at the same time – a scenario that Morgan 
referred to as a “nightmare” (Morgan, Interview, February 3, 2017). At that point, staff 
were soon asked to use some of their weekend time for training. Partnering with one of 
the grant-funding institutions, the district was also able to send staff to two-day retreats 
so they would experience a “tremendous sense of wellbeing and nurturing as they were 
learning this material” (Morgan, Interview, February 3, 2017).   
 Though the mindfulness program began with a small group, it has expanded to 
include nearly the entire district, including the transportation office, dining services, the 
business office, and IT staff. Jane, a grade K-2 teacher, notes that this expansion was part 
of the committee’s vison at the time of the program’s inception. As implementation 
experts would suggest, it is important to understand how you might be able to scale an 
initiative such as this one after its implementation period. Three years ago, the district 
attempted to scale the mindfulness program, by hiring Carolyn, Jackson’s first staff 
member who would be dedicated to the mindfulness initiative (along with three other 
district-wide initiatives focusing on wellness for students, staff, and families). 
Interestingly, Carolyn initially learned about the mindfulness program in her role as a 
parent of two children who were practicing mindfulness techniques in their classes in the 
district. Carolyn recalls approaching one of the guidance counselors, “seeking advice 
about how to slow down the pace of our family” (Carolyn, Interview, October 6, 2017).  
  Several years later, when the wellness coordinator position became available, 
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Carolyn was eager to apply. One of the reasons the wellness coordinator position was 
created was to help make the mindfulness initiative more inclusive: “The mindfulness 
work that we were doing felt very focused on just a certain percentage of staff members 
and it didn’t feel inclusive” (Carolyn, Interview, October 6, 2017). Carolyn also 
mentioned that it was a priority of the superintendent to “figure out how we could be 
more equitable” (Carolyn, Interview, October 6, 2017).  
Carolyn notes that the logistics, particularly with regard to timing, are still challenging: 
“It is finding those pockets of time…even if we can grab, like, 15 minutes to 45 minutes 
of time…that’s more than we’ve had in the past, so we keep working on it” (Carolyn, 
Interview, October 6, 2017). Additionally, in order to make the mindfulness training 
more relevant for non-teaching staff, the committee worked with the instructors to 
“switch one of the textbooks” so the content was more appropriate for the expanded 
audience (Carolyn, Interview, October 6, 2017).  
In addition to expanding its reach and becoming more inclusive, Carolyn shared that the 
district had recently begun to offer a Level 2 course for staff – advanced mindfulness for 
K-12 educators. The Jackson school district has come a long way in ten years, but, as 
Carolyn said, “there’s still work to do” (Carolyn, Interview, October 6, 2017).  
Staff Engagement 
Staff engagement is a broad category that encompasses several distinct, but 
related, topics. To begin, I present the findings of the participants’ views about the goals 
of the mindfulness initiative in the Jackson school district.  It is important to have an 
understanding of what the participants believe the program goals to be as their beliefs 
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may influence how they interpret program efficacy (e.g., how they determine if 
something is a success or a challenge). Goals, in turn, can potentially influence program 
buy-in. If one feels that a goal is worthy of pursuit, he or she may be more inclined to 
participate in that initiative. The final, and most significant, factor with regard to staff 
engagement is staff training and its impact on the personal and professional lives of 
participants.  
Goals 
The perceived goals of the mindfulness program varied among participants, which 
is logical, given that the definition(s) of mindfulness and the explanation(s) of its aims 
can be somewhat ambiguous. The following were the participants’ most commonly used 
words, phrases, and ideas: fostering students’ social-emotional health, stress 
management, better self-regulation, helping students to be “ready to learn,” raising 
assessment/test scores, improving focus and attention, being present, enhancing self-
awareness, developing a sense of peace/calm, increasing one’s capacity for 
kindness/compassion/empathy, improved self-control, fostering a positive sense of self, 
building resilience, reducing the tendency to judge, acceptance of self and others, 
improved decision-making, creating a safe environment, and reducing anxiety and 
depression. It was not uncommon for participants to reference multiple goals. Rachel, a 
grade 1-3 teacher, listed three very distinct goals: “to improve attention and reduce 
anxiety and improve test scores” (Rachel, Interview, February 3, 2017). 
Some participants mentioned personal goals, though most focused primarily on 
the potential benefits for students. Interestingly, slightly less than half (8) of the survey 
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responses mentioned both students and staff in their responses. Courtney, a K-12 
wellness professional, focused on the benefits for teachers, in particular:   
That was really the goal – introducing it [mindfulness] to staff so they could use it 
in their own life, in hopes that it would help them be more present to their 
children in their classroom, be more able to do the work, increase their stamina, 
their focus, their patience – all of those things…And then for teachers that really 
wanted to continue to use it with their kids, that was wonderful, too. (Courtney, 
Interview, April 5, 2017) 
Rebecca, a grade K-2 teacher, also brings attention to both staff and students, describing 
the goal of the program as “bringing self-awareness to each student and person working 
in our school,” elaborating that “Mindfulness is a healthy way of being, slowing down, 
and noticing all [of the] good we bring to our school community” (Rebecca, Interview, 
February 2, 2017). Cindy, a grade 1-3 teacher who has been teaching for over twenty 
years, also explicitly mentioned the potential benefit to teachers, in particular: 
“[Mindfulness work] creates an important sense of self, which then carries into all areas 
of our lives…it can create a sense of forward motion in our constant goal of balance” 
(Cindy, Interview, February 3, 2017). Patricia, a grade K-2 teacher, spoke about a fellow 
staff member whom, she feels, embodies mindfulness; to Patricia, one of the goals of the 
program is the ability for staff to model behavior for students:  
Just the way she is calm and so mindful in her own way. I’m like, “I want to be 
more like her; she’s just relaxed.” Maybe that’s the point about teachers having 
their own practice – that students see their teachers and think, “I want to be like 
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her; she’s nice and calm” – so much easier said than done when you’re in the 
trenches. (Patricia, Interview, February 2, 2017)  
Participants also shared that the capacity for mindfulness to enhance the learning 
experience was a central goal of the program. Janet, a grade K-3 teacher, speaks to the 
potential for social-emotional wellbeing to impact learning and academic proficiency:   
We very often speak of social and emotional needs, and the importance of these in 
the academic setting…in order to build a successful life. I believe that our 
mindfulness program is designed to help integrate social and emotional well-
being, as a critical skill for both academic and personal growth, into the overall 
experience at our school. When children have the ability to self-regulate, and are 
in touch with their physical, emotional, and intellectual needs, they are more 
available for learning. They are also learning lifelong skills that they can apply in 
any setting or circumstance. (Janet, Interview, February 2, 2017) 
Jack, a district administrator, described mindfulness practice as being a tool for the 
students, stating that “when kids are dysregulated, they’re not…utilizing their cognitive 
skills for executive function” (Jack, Interview, February 2, 2017). In terms of classroom 
management, many teachers described how they used mindfulness techniques and tools 
to help students to become “regulated,” or to move from a “dysregulated” state to a 
calmer state, a frame of mind more conducive to learning: “We want ourselves and our 
students to be physically and mentally and emotionally available to learn” (Christine, 
Interview, February 2, 2017). Though several participants spoke about the goal of 
academic achievement, Natalia, a grade K-2 teacher, indicated in her survey response that 
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the goal of the mindfulness program is not (or should not) be focused on academic 
achievement:  
The goal of mindfulness is to make these healthy practices a part of our students' 
daily lives at a young age. Students and adults will better understand the 
connection between inner resilience, health and learning. We need to care about 
the whole child and not just test scores and data. (Natalia, Interview, February 2, 
2017) 
As discussed in Chapter 1, there is debate about whether or not (or to what 
degree) mindfulness allows one to be non-judgmental. Despite the debate, many people 
subscribe to Jon Kabat-Zinn’s (1994/2009) definition of mindfulness, which clearly states 
that it is to be practiced “without judgment.” Only one staff member (a wellness 
professional) reflected that definition in her survey response: “The goal is to give staff 
and students the tools we need to be present, with an open heart, without judgement to 
our experience” (Morgan, Interview, February 2, 2017). Chapter 1 also brought attention 
to the fact that affective traits are often included in modern descriptions of mindfulness. 
When speaking about program goals, Christine, a grade K-2 teacher, specifically 
mentioned compassion and empathy, which speaks to the tendency for the goals of 
mindfulness to become conflated, or to be stretched beyond their original purpose: “It 
[mindfulness] just seems to kind of go hand in hand with what kids need…self-control, 
they need a positive sense of self, they need to be able to have compassion and empathy 
for others” (Christine, Interview, February 2, 2017). Another grade K-2 teacher, Megan, 
focused her response on the capacity for mindfulness to help students to become kinder. 
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Interestingly, Megan briefly mentions attention as being a goal of mindfulness, but 
quickly returns to her discussion of kindness: “I think the biggest thing that it taught to 
kids in a classroom…is kindness and compassion…and, of course, attention, but really 
kindness is probably the biggest thing” (Megan, Interview, February 3, 2017). Morgan, a 
wellness professional, described a number of affective goals in her interview:  
In Western medicine, we’ve been trying to separate mind and body forever. 
There’s no separation. Kindness is gratitude, focus is kindness is gratitude is 
openheartedness is open-mindedness is observing and being in the moment 
without judgment. One thing opens to the next. When you’re feeling gratitude, 
you’re more focused. When you’re more focused, you’re more open to gratitude, 
when you’re present you have an open mind. (Morgan, Interview, February 3, 
2017)  
Cindy, a grade 1-3 teacher, described the ultimate goal of her classroom 
mindfulness practice as promoting the students’ social-emotional safety (an additional 
participant included safety as a program goal in her survey response). Cindy is also the 
only participant who explicitly mentioned conducting any type of assessment related to 
the mindfulness program; at the time of the interview, she intended to conduct a mid-year 
social-emotional safety survey with her students to assess the “effectiveness” of the 
mindfulness practices that she employs in her class: “I feel like children can learn, 
succeed, take risks, make mistakes, try, be willing to try, when they feel social-emotional 
safety and I feel like mindfulness plays a huge role in that” (Cindy, Interview, February 
3, 2017).   
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Courtney, a K-12 wellness professional, spoke about her understanding of the 
research and how “feeling emotionally stable” can help students perform better on 
assessments. More importantly, she described the district’s mindfulness work as “good 
mental health practice,” noting the high number of children who are battling ADHD, 
anxiety, and trauma, in particular; mindfulness work is “really needed because it 
[mindfulness practice] is not happening outside of school for some kids” (Courtney, 
Interview, April 5, 2017). Janet, a grade 1-3 teacher, also extrapolates beyond the 
classroom experience and draws attention to the fact that schools often cite “creating 
successful, productive adults” as being one of the primary goals of a school’s mission:  
Every mission statement I’ve ever seen for any school system speaks to creating 
successful, productive adults. Let’s put our money where our mouth is…are you 
committed to that? If you’re committed to that idea, then we have to recognize 
that we’re in a culture that is going a hundred miles an hour and kids are in 
families that are ever-changing and reconfiguring themselves, and technology is 
more and more and more intrusive in their lives. The notion of coming to a task 
with a calm and focused state of mind is never more important and never less 
attended to. If there was ever a time for this to become a part of what we do, I 
think this is this time. (Janet, Interview, February 2, 2017)  
 Though a range of goals were presented, there was significant unity in terms of 
what the staff felt was most important. While goals are critical for obtaining buy-in, there 
are other factors that can determine whether or not, and to what degree, staff choose to 
engage in the mindfulness program. 
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Buy-in  
 
In order for an implementation to be successful, both initially and over time, 
consistent buy-in from a number of different stakeholders is necessary. In the case of the 
Jackson school district, key stakeholders would include leadership and administrative 
staff (e.g., the school board, the superintendent, the mindfulness committee, school 
leadership, etc.), teachers, guidance counselors and district/school mental health 
providers (i.e., “wellness professionals”), as well as students, their families, and the 
broader Jackson community. After gaining initial support from the highest levels of 
district leadership (i.e., the school board and the superintendent) and key administrators 
(i.e., principals), the focus shifted toward teachers and wellness professionals – the “front 
line” staff who were providing the innovation. Initially, a group of interested staff were 
trained as “coaches”; they were responsible for helping to bring other staff members on 
board. The inaugural group of coaches spent the duration of the first year getting trained 
in mindfulness – first, to become familiar with mindfulness personally, and then to 
become practitioners of “whatever mindful practice resonated with them” before bringing 
those techniques into their classrooms (Morgan, Interview, February 3, 2017).  
For the staff who chose to get trained early on (and in subsequent years), and for 
those staff who were (or remain) skeptical, it is important to note that buy-in is not 
necessarily an all-or-nothing position, nor is it static over time; as evidenced by the 
participants, it should be thought of as a dynamic continuum. For example, some 
participants may believe wholeheartedly in one aspect of the mindfulness program, but 
not feel connected to another. Further, some teachers may begin introducing this work to 
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their students with some degree of skepticism, but, with time, may see positive changes 
in themselves and/or their students. Some teachers speak emphatically about how 
mindfulness training has changed their entire approach to teaching, perhaps even their 
personal lives, whereas others may have chosen to utilize one or two tools or strategies 
that are most comfortable for them. And, of course, there are staff members who choose 
not to participate in the mindfulness initiative.  
Based on the data, buy-in from staff comes from a variety of sources: research 
literature (particularly around the influence of mindfulness on the brain), word-of-mouth 
from enthusiastic staff (or “champions”), coaching and modeling from peers, and from 
personal experience. Training appears to have the highest influence on staff buy-in, and 
therefore will be reviewed in its own sub-section.  Above all else, participants have to 
believe that there is a need for a mindfulness intervention. Courtney, a K-12 wellness 
professional, paints a picture of the climate in a typical classroom, describing why 
developing mindfulness skills in students is so important:  
When you can talk about brain science, and you can talk about how to get kids 
down regulated, because, oftentimes, these are kids that are acting out, that are 
having a really hard time, that have an engine that runs really fast and so they’re 
disrupting the classroom and they’re completely, oftentimes, way into their 
emotional brain and everything’s on fire and firing and activated. Part of what I 
try to help teachers understand is the way that we quiet the brain is that we have 
to do things that are down regulating. I think when you can approach it from there 
and try to help them understand that we just have to build some skills, and these 
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are skills that we’re promoting on a district-level. (Courtney, Interview, April 5, 
2017)  
Several staff members spoke about how the support of those in leadership 
attracted them to the mindfulness program and/or how it helped to keep them engaged 
over time. Conversely, lack of support also had an impact on the program. One teacher 
lamented a former principal who “was not on board at all” with the mindfulness 
practices, often frustrated when multiple teachers were absent from school because of 
mindfulness-related retreats or workshops; she added that the “whole climate changed” 
when a more supportive principal stepped into the role (Amelia, Interview, February 2, 
2017). Megan, a grade K-2 teacher, shared a similar outlook, noting that the support of a 
principal (or lack thereof) “has a huge impact on the feel of the building” (Megan, 
Interview, February 3, 2017). Leadership also has the power to influence buy-in via the 
actions they choose not to take – for example, part of the appeal of the mindfulness 
program is that staff do not feel that they are being forced or pressured to participate in 
the mindfulness training classes; the administration is not “demanding anything” from 
staff (Natalia, Interview, February 2, 2017).   
Another factor that came up repeatedly and appeared to influence buy-in was the 
concept that mindfulness practices, are, in large part, similar to many techniques that are 
already being used in the classroom; the “little things they already do” can be seen as 
variations of mindfulness practices and therefore do not require staff to “recreate the 
wheel” (Natalia, February 2, 2017). Natalia, a grade K-2 teacher, described that she felt it 
was “powerful” to realize that she was already practicing techniques that were very 
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similar to mindfulness activities: “It felt so good – like, ‘Oh! I do a lot of these things!’” 
(Natalia, Interview, February 2, 2017). Parker, a K-5 wellness professional, shared that it 
is important for staff to use the mindfulness practices that resonate most with them: “I 
think it is just a matter of some personal comfort. They’re [teachers] putting tools in their 
toolbox and just encouraging them to pick one thing that they want to practice with their 
kids – that’s where you start” (Parker, Interview, February 2, 2017). The difference 
between established and new practices, according to one participant, was that staff could 
take those pre-existing actions and make them “more explicit to the children so they 
understand what’s going on” (Morgan, Interview, February 3, 2017). In other words, 
instead of a teacher attempting to settle her class by making a particular sound, she could 
now help her students understand why she was ringing a chime or asking everyone to 
come and sit quietly in a circle (e.g., to prepare their minds for learning, to establish a 
calmer state).  
For some, true buy-in occurred after the practices were put into place in the 
classroom. Janet, a grade 1-3 teacher, describes a “powerful example” of seeing the 
effects of the mindfulness training with her students during her first year implementing 
practices in the classroom. Janet spoke of three boys, in particular, whom she said could 
easily be described as being “very challenging in terms of their behaviors…their activity 
level” (Janet, Interview, February 2, 2017). One day, Janet decided to informally survey 
her class to get a sense of how they were feeling about the mindfulness practices; this is 
how she instructed her class to participate:  
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“Do you think that you feel better when you do them [the exercises and activities 
Janet had been using]? I’m going to ask you to close your eyes so we’re not 
influenced by anyone. I want you to hold up your hands and fingers to show me 
how you feel. If you think they [the mindfulness exercises] don’t help at all just 
give me a closed fist…Then, from 1-5, if it is really, really helpful, give me a 
five.” And, of the whole group, these three boys put both hands up, you know, 
just very spontaneously [sighs heavily]. It was so powerful to me because they 
truly were the ones who needed it [mindfulness] the most and it was like they 
were being given a tool that they didn’t have. You could say to them, “calm 
down, calm down” forever, but until they learned how to do that [calm down] 
internally it was just words being thrown at them. There is no one that it 
[mindfulness] wouldn’t be beneficial for [laughs]. (Janet, Interview, February 2, 
2017)  
For Janet, this moment was pivotal in terms of understanding how impactful the 
mindfulness practices had been for her students and certainly contributed to her sense of 
buying in to the program. 
Some participants mentioned how their students would be the ones to remind 
them that they (or the entire class) needed to take some time to practice mindfulness, 
which helped the teachers feel that the program was worthwhile. Jessica, a grade 3-5 
teacher, described her experience: “They’ll [her students] say ‘It is getting a little loud in 
here. Do you mind if I ring the chime?’ and we all just take a breath and I’m like, ‘Oh my 
gosh, I’m doing something that’s working!’” (Jessica, Interview, February 3, 2017). 
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Similarly, Rebecca, a grade K-2 teacher, recounts her students reminding her that it was 
time to practice: “And some of the kids are like…what about brain breaks?” (Rebecca, 
Interview, February 2, 2017). Amelia, another grade K-2 teacher, recalls a similar 
experience: “The other day I had a little guy say to me, ‘You know, we haven’t done any 
yoga21 in a long time’…I hadn’t really been feeling the need, but he did” (Amelia, 
Interview, February 2, 2017).  
A couple of teachers shared that they noticed that their students were really 
internalizing the language and the concepts of mindfulness, which helped the teachers 
feel that they were successfully employing the mindfulness practices. Megan, a grade K-2 
teacher, describes that her students really have a handle on the concept that they can use 
their breath to help them in any situation; she recalls one student saying, “I always have 
my breath. I can always breathe…it helps so much; I’m just amazed” (Megan, Interview, 
February 3, 2017). Amelia, another grade K-2 teacher, was impressed with the way 
students react when they know it is time for a mindfulness activity: “When you say the 
word ‘mindfulness’…they know the position, because they’ve been taught to open up 
their lungs and sit up straight with their feet on the floor” (Amelia, Interview, February 2, 
2017).   
Though many staff reported positive experiences that led them to buy into the 
mindfulness program, there were others who were more skeptical; the “hold-outs” 
described mindfulness as being “hokey,” “cheesy,” “new-agey,” and “touchy-feely”:  
                                               
21 Chapter 6 includes information about the secularity of the Jackson mindfulness program; 
typically, the word “yoga” is not used by staff. 
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I was…I wouldn’t say balking at it, but it just seemed a little hokey and a little 
cheesy and I’m like, I don’t know if this is really gonna work. They [students] just 
need to listen. They just need to follow direction. Over the years, I’ve certainly 
seen the benefits of it [mindfulness]. (Lynn, Interview, February 2, 2017)  
Some participants went beyond those rather innocuous terms and described more 
considerable concerns. Katie, a grade 1-3 teacher, spoke of the use of “mindful moments” 
(two minutes when staff sit in silence and slowly breathe in and out) during staff 
meetings, particularly during the early years of the program, as being “risky,” considering 
the divergent viewpoints of staff who were required to attend the meetings (Katie, 
Interview, February 2, 2017). Rachel, another grade 1-3 teacher, recalls a divisive climate 
at the time of the mindfulness program launch: 
There was a definite split – “Oh wow, cool, I really want to get in on that!” and 
“No way, I’m never putting that in my classroom.” But some of these people 
come around, maybe because others were speaking highly of it. (Rachel, 
Interview, February 3, 2017) 
When asked if there was overt and/or covert peer pressure to participate in the 
mindfulness program, Christine, a grade K-2 teacher, described how it wasn’t as though 
one could readily determine which teachers were practicing mindfulness and which were 
not. Interestingly, she offered the suggestion that, perhaps, those teachers who claim to 
not use mindfulness techniques, are actually doing so without being aware of the 
similarities between their existing practices and mindfulness practices: “Maybe they’re 
doing mindfulness and they don’t know it; they don’t call it that. Maybe they call it 
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something else” (Christine, Interview, February 2, 2017).  
Where there is skepticism, there are also converts. Morgan, a wellness 
professional, and leader of the mindfulness effort shared: “Last year, seven people from 
this building were trained …our ‘holds outs,’ if you will…and they loved it, loved it, 
loved it…and said to me, ‘Gosh! I wish I had done this years ago’” (Morgan, Interview, 
February 3, 2017). One of the reasons for that shift was described by Janet, a grade 1-3 
teacher: “It is great when you can get people involved who have credibility within the 
system as being sort of ‘mainstream people’ who are saying, ‘This is awesome; this is 
just great stuff’” (Janet, Interview, February 2, 2017). Lynn, a grade K-2 teacher, referred 
to herself as a “lone wolf” before she decided to participate in the mindfulness program 
after being inspired by other teachers. Similarly, Patricia, a grade K-2 teacher, who was 
originally skeptical about the program, notes that she “kind of felt like an outcast” before 
she started using mindfulness practices (Patricia, Interview, February 2, 2017). For 
Amelia, a grade K-2 teacher, her skepticism wasn’t directed towards the overall 
mindfulness program; her trepidation stemmed from the use of a particular tool, the peace 
place22. Amelia reflects, “I think it is really important to be open-minded about it 
[mindfulness]. My colleagues are very surprised that I now have a peaceful place in my 
classroom…when we embarked on this, I could not embrace that” (Amelia, Interview, 
February 2, 2017).  
In other cases, participants might buy into the idea of using mindfulness 
techniques with students, but do not report experiencing the benefits of mindfulness in 
                                               
22 The peace place will be described in detail in the Tools and Techniques section of this chapter. 
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their personal lives. I asked Morgan, a program champion and wellness professional, how 
she felt about the disconnect:  
Interviewer: I’ve heard from a lot of people that they do tend to engage in their 
own mindfulness practices, but from others, I’ve heard that they’re more focused 
on the students and less on themselves. How do you feel about that?  
Morgan: [Long pause] How unfortunate. Their loss. But I think in every program 
that we introduce in schools, we have a model that we train people in and then 
people own it and it is going to look different. And we’ve kind of accepted that as 
part of this mindful initiative – that it is going to look different in different 
classrooms and different grade levels. That doesn’t worry me. It is unfortunate, 
but here’s also what I know: when life gets tough for that individual person, 
they’ll be digging deep and there it [mindfulness] will be. (Morgan, Interview, 
February 3, 2017)  
To underscore Morgan’s point about staff accessing mindfulness on an as-needed basis, 
when discussing her lack of a personal practice, Jessica, a grade 3-5 teacher, described 
how she did not feel the need to use mindfulness techniques: “I might get to a point 
where I need something deeper, but I don’t need that right now…Or I probably do, but 
don’t realize it” (Jessica, Interview, February 3, 2017).  
Staff Training 
 The staff training model employed by the Jackson school district emphasizes the 
criticality of training staff prior to utilizing any mindfulness techniques with students. 
Despite the district’s position on training, Katie, a grade 1-3 teacher, noted that there are 
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“some” staff in her particular school who have had exposure to mindfulness and are using 
techniques in their classrooms, but have not yet participated in the formal training course 
(Katie, Interview, February 2, 2017). In general, however, participants were quite aware 
of the district’s stance that it is essential for staff to have a foundational knowledge of, 
and experience with, mindfulness practices in order to be able to bring that experience to 
students:  
I would make the comparison to the writing process…science process. In order to 
teach writing, you have to be a writer, you have to act like a scientist. In order to 
really be able to share mindfulness with students, you have to understand the 
process. (Janet, Interview, February 2, 2017) 
Megan, a grade K-2 teacher, recalled how she was primarily focused on bringing 
mindfulness to her students, but was strongly encouraged to focus first on how 
mindfulness might be able to benefit her:  
“This is gonna be great for you – you, yourself.” And it was great for me 
personally. It was definitely something that I didn’t have in my life at the time; I 
did not take time to do those practices for myself at all. But [I was] still a lot more 
interested in what it did for kids, but the push was, “You need to do it first. You 
need to use those practices for yourself.” (Megan, Interview, February 3, 2017)  
Cindy, a grade 1-3 teacher, recognized the importance of taking the mindfulness course 
before teaching the concepts in her classroom:  
We want to be healthy, we want to be well, and it is only in our health and 
wellbeing that we can be that for others. Even though we say that, it is not until 
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you really understand that journey of what that actually feels like before you can 
provide it for others. (Cindy, Interview, February 3, 2017)  
To provide a sense of the content and format of the mindfulness course, the following are 
excerpts from the syllabi for the Level 1 and Level 2 courses:  
Organization: Much of the course is organized around readings and reflective 
writing practices, for personal use and classroom application. The course will also 
utilize guest presenters. Participants are required to attend 9 monthly meetings, a 
full-day fall retreat, and a full-day spring retreat. 
Course Objectives: 1) To learn and utilize the following: mindfulness-based 
practices, social-emotional development skills, self-care practices, and mindful 
movement, 2) To increase understanding of neuroscience research that supports 
the above content and practices, and 3) To apply mindfulness skills to personal, 
professional, and classroom environments  
Course Topics: 1) Sensory Awareness, 2) Emotional Regulation, 3) Attention, 
Focus and Concentration, 4) Social Connections, and 5) Body-Mind Integration 
Required Course Assignments: 1) Work towards a daily 15-20 minutes of 
formal mindfulness practice, 2) Complete required readings and prepare for 
dialogue, 3) Submission of personal growth paper on the use of mindfulness skills 
for yourself in your personal life, 4) Submission of a personal growth paper on the 
use of mindfulness in the classroom or workplace (if not teaching), and 5) Project 
of choice (e.g., review of mindfulness literature, develop lessons plans to use 
mindfulness over a four-week period) 
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Monthly Program Format: Opening activity/bringing ourselves present, check-
in re: homework, personal practice, classroom applications, mindful movement, 
mindfulness practice (e.g., concentration, open awareness, body scan, journaling, 
use of arts for relaxation/expression) 
To view the complete syllabi for the Level 1 and Level 2 courses, which include 
information about required and recommending reading, please see Appendix J.  
In general, participants reported deriving a number of benefits from participating 
in the mindfulness course. A couple of participants mentioned that one of the benefits of 
the course was that it fostered a social environment. According to Christine, a grade K-2 
teacher, “[The course] makes it easy [to practice mindfulness] because you’re constantly 
in touch with other people who are thinking about it, using it, doing it, getting exposed to 
new ideas” (Christine, Interview, February 2, 2017). Janet, a grade 1-3 teacher, and self-
proclaimed former skeptic, spoke about how much she was going to miss the interaction 
with her colleagues once the course (that she was currently participating in) was over: 
“Having the opportunity to…talk about it [every month] with each other is awesome; it is 
going to stink not having this next year…I can see why people come back and take the 
course again” (Janet, Interview, February 2, 2017). One of the benefits of working in the 
Jackson school district is that staff are able to enroll in the mindfulness course multiple 
times. Yet, despite the option to be trained and re-trained, staff expressed divergent views 
about the efficacy of repeated enrollment in the course. There are conflicting opinions on 
whether or not subsequent training on mindfulness (offered within the district) is 
beneficial. Natalia, a grade K-2 teacher, spoke about how some people take the course 
 
 
 
170 
only once and choose not to revisit mindfulness training:  
People will say, “Oh, I took that eight years ago, I know all about that.” That 
happens a lot, too. I’m like, “I know, but if you don’t live it in your life, you’re 
not going to live it in your classroom.” (Natalia, Interview, February 2, 2017)  
Some staff have participated in the training course multiple times: “We just get so much 
out of it every time” (Cindy, Interview, February 3, 2017). Seeing other teachers take the 
course more than once gives some staff the sense that there are continuous benefits to 
reap: “I’m more at the beginning of my journey, whereas they’ve [staff who have taken 
the course multiple times] traveled a little further along the path of mindfulness…just 
knowing they’re still getting stuff out of it [is beneficial]” (Rebecca, Interview, February 
2, 2017). Rachel, a grade 1-3 teacher, explains that the program has “evolved, changed, 
and adapted” over time. At the time of the interview, Rachel was taking the course for the 
third time, stating that “every couple of years, I’m able to update what I’m doing and 
keep or get back on track” (Rachel, Interview, February 3, 2017). Rachel added that she 
felt as though attending the course sessions was “like going to group therapy” (Rachel, 
Interview, February 3, 2017).  
Though the feedback about the course was generally positive, there were some 
participants who felt less enthusiastic about the course and other aspects of mindfulness 
training. Rebecca, a grade K-2 teacher, mentioned that she had heard that there was 
varying quality of instruction, depending on when someone took the course, adding that 
some training cohorts seemed to derive more benefits than others based on the quality of 
the teaching itself. Gary, a grade 1-3 teacher, felt that the classes didn’t afford enough of 
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an opportunity to practice the skills that were being taught. Participants also had 
conflicting views about the twice-yearly weekend retreats, which have changed over the 
years, primarily due to funding. For some, the weekend retreats were very appealing and 
made them feel as though the district was truly investing in their health and wellbeing. 
Others felt that taking time out of their weekends wasn’t something they were interested 
in doing: “I don’t want to spend the whole weekend away from my kids just to take this 
course and not talk all weekend long; it just wasn’t appealing to me” (Lynn, Interview, 
February 3, 2017). Aware of the differing views on mindfulness training, Natalia, a grade 
K-2 teacher, spoke about the importance of “individualizing [training] for comfort level 
and experience” (Natalia, Interview, February 2, 2017). Similar to the disparate feelings 
about attending weekend retreats, Natalia shared that “some staff are not comfortable 
breathing in a room with 100 people for five hours” (Natalia, Interview, February 2, 
2017).  
One commonality in the discussion about training and its impact on participants’ 
use of mindfulness practices was the frequent use of the word “should,” which came up 
repeatedly during interviews when participants were describing their personal 
mindfulness practices (or lack thereof). Generally, participants were speaking about how 
they “should” spend more time meditating; some shared that they “should” be using 
mindfulness practices more frequently in the classroom. Regardless of how much 
participants actually practice mindfulness, they did seem to understand the need for, and 
value of, consistent practice: “It takes constant practice. It takes so much practice – just 
like anything else” (Natalia, Interview, February 2, 2017). One of the salient debates in 
 
 
 
172 
the literature on mindfulness is the question of dosage – how much do teachers need to 
practice mindfulness in order to be able to successfully impart that knowledge to their 
students? How “deep” does a teacher’s personal practice need to be? Do teachers need to 
consistently engage in formal (e.g., sitting) meditation? Participants reported using a wide 
spectrum of mindfulness techniques with varying fidelity and dosage, ranging from daily 
meditation to no articulated sense of having a personal mindfulness practice.  
Describing that she does not practice mindfulness as often as she would like to, 
Jane, a grade 1-3 teacher, explained that she was initially very enthusiastic and 
committed to integrating mindfulness into her daily life, but it became difficult to 
maintain that practice with such a busy schedule (drawing attention to the “demands” that 
women, in particular, face): “I probably do it [practice mindfulness] in other ways that I 
don’t even realize; when I need to decompress, I’ll go take a bubble bath for a half an 
hour and I’m just, like, breathing” (Jane, Interview, April 21, 2017). Even members of 
the mindfulness committee shared that they would like to engage in more formal personal 
mindfulness practice. Lydia, a wellness professional, wondered, if she practiced 
mindfulness “with more fidelity,” if it would it be even more impactful than her current, 
less consistent, mindfulness practice (Lydia, Interview, February 2, 2017). Lydia 
described how a proactive approach to mindfulness might serve her in “blowout 
moments,” instead of only using the practices reactively, after a difficult moment has 
occurred: “What if I’m missing something because I’m not doing a proper everyday 
practice…that I can get myself to just live on a calmer wave?” (Lydia, Interview, 
February 2, 2017). 
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Participants described an array of benefits they felt they had gleaned from their 
mindfulness practice, including being in a better mood, feeling more grounded, and 
noticing the difference when they haven’t been practicing. Some teachers spoke 
specifically about leveraging breathing exercises during particularly stressful moments in 
their professional lives: “In times of stress and report cards and all the assessments…We 
just need to breathe. We’re going to get through this. It’s going to be fine” (Patricia, 
Interview, February 2, 2017). A few participants spoke about the positive impact they 
feel mindfulness training has had on their health, including being able to tolerate painful 
dental work (Jessica, Interview, February 3, 2017), bringing an autoimmune disease into 
remission because of decreased stress (Morgan, Interview, February 3, 2017), and 
alleviating anxiety and panic attacks (Rachel, Interview, February 2, 2017). Rachel, a 
grade 1-3 teacher, described the impact that mindfulness training has had on her life, 
despite her initial reservations: 
It is had a huge impact on me personally, I think more so than [in] my classroom, 
because I have anxiety. I was having panic attacks at one point…breathing 
techniques were amazingly helpful for me. This is something I never thought I 
would do – ever. It taught me to appreciate quiet and how to take care of my 
emotional health.  (Rachel, Interview, February 3, 2017)  
Rachel also shared that she has downloaded multiple mindfulness apps to help her 
manage a variety of issues, particularly with regard to improving her sleep.    
 Gary, a grade 1-3 teacher, is now a daily meditator as a result of the mindfulness 
course; he is the only participant who reported having a daily meditation practice, despite 
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the fact that one of the primary goals of the mindfulness course is work toward the ability 
to engage in 15-20 minutes of meditation daily. Gary described how he engages in 
meditation, sharing that he is “enjoying the change as it is happening…Any of the angst 
of my future day that creeps in…I just kind of say ‘Nope, not now - I’ll get to you, but 
right now, this is my awakening’” (Gary, Interview, February 2, 2017). When asked how 
he sustained his enthusiasm for his mindfulness practice throughout the years, Gary 
replied:  
That’s simple – cause I feel so much better when I do [practice mindfulness]. 
Everything that I’ve learned to do helps me enjoy my day more, gives me time to 
think about more of the positive things in my life rather than focusing on the 
negative things, which, I think as a culture, we tend to do as we go through our 
day. “I’m so busy, I don’t have this, I have that, I’ve gotta get this,” always 
rushing around…It’s easy to get caught up in that unless you give yourself 
permission to say, “Hey, ten minutes, five minutes, even if it is three 
[minutes]…this is what I need to do for me so that I can do more for others.” 
(Gary, Interview, February 2, 2017)  
Megan, a grade K-2 teacher, shared that she thought that the mindfulness course made 
her (and other teachers) kinder: “It does make teachers kinder, too. I always thought I 
was pretty kind, but it definitely helped me be kinder and look more for the goodness” 
(Megan, Interview, February 3, 2017). Megan also shared that the benefits of mindfulness 
that she experienced (including being calmer, and paying more attention when she’s 
driving), were easier to access when she was actively participating in the mindfulness 
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course. Rebecca, a grade K-2 teacher, described how mindfulness training helped her 
“learn how to reflect, to just calm everything down…to not get so revved up and stressed, 
feeling so much pressure and expectations; it lowers my stress level” (Rebecca, 
Interview, February 2, 2017).  
  A few participants shared how they had introduced mindfulness to their families. 
Patricia, a grade K-2 teacher, spoke about how she has encouraged her husband to 
participate in mindfulness practices. Reflecting upon her conversations with her husband, 
Patricia recounts her initial reluctance to explore mindfulness: “It really is becoming part 
of me. I said in the beginning, ‘No way. This is hokey, it is cheesy, it is too touchy feely; 
I’m not comfortable with that’” (Patricia, Interview, February 2, 2017). Natalia, a grade 
K-2 teacher, spoke about how her daughter is helping her grow her mindfulness practice: 
“My daughter has totally bought into all this [mindfulness], so she’s like, ‘Can we have a 
gratitude journal, Mom?’…So she’s really bringing it out in me, too…just having her 
around is kind of inspiring me to do more” (Natalia, Interview, February 2, 2017). 
Megan, also a grade K-2 teacher, described slowing her pace in life, in general, 
improving how she pays attention, particularly with regard to her listening skills with her 
family and her students: “It was really great for me in all areas – family, myself, my 
health, and certainly my profession” (Megan, Interview, October 18, 2017). Cindy, a 
grade 1-3 teacher adds,  
I say on a regular basis that mindfulness has really changed me as an entire 
person. And I’ve been able to give my own [teenage] children coping strategies, 
mechanisms, tools, techniques that I think have had a profound effect on them, 
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my husband as well. And our interactions and our success…you know, through 
typical marriage life. (Cindy, Interview, February 3, 2017) 
Morgan, a member of the mindfulness committee, recalled feedback that she had received 
from other staff members:  
What I’ve heard from people in the last few years is how mindfulness has been 
such a God-send to help them keep it together in their own lives so they can even 
come to work. It is very healing, it is very grounding, and I’ve talked to a number 
of teachers who are very grateful that this has been brought into our district so 
they can access it for their personal lives. (Morgan, Interview, October 2, 2017)  
In addition to impacting participants’ personal lives, mindfulness training has also 
influenced how some Jackson staff approach their profession. Cindy, a grade 1-3 teacher, 
spoke of the transition from developing her own mindfulness practice to bringing 
mindfulness into her classroom:  
Practicing it as a teacher was the hardest first step, and I would say it is very hard. 
I used to say “I have to hurry up to be mindful…Darn, I have to go to mindfulness 
class!” Like, I have too much to do to go to mindfulness class…As I got there and 
I realized the deep, hard work and the deep, beautiful benefits of it…I would say 
it took at least a year of real intentional, purposeful…practice…in order for me to 
really understand. (Cindy, Interview, February 3, 2017)  
Though cultivating mindfulness may require extensive time and practice, Jane, a grade 1-
3 teacher, shared “I don’t think you need to be a monk to bring it to your classroom” 
(Jane, Interview, April 21, 2017). Similar to how the Jackson staff members reported 
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accessing a variety of personal mindfulness practices, they also integrate mindfulness into 
their professional lives in different ways. Some would rather follow a more “curricular” 
approach, and others, like Amelia (a grade K-2 teacher), would prefer to be more 
responsive to what’s happening in the classroom at any given moment. For example, 
Amelia noticed that her students had become increasingly frustrated, in general, and were 
having a difficult time managing that frustration. In response, she taught the students how 
to “practice” being frustrated, using mindfulness exercises to guide them (Amelia, 
Interview, February 2, 2017). Some teachers recalled how they “get their own 
mindfulness practice in” when they are leading their students through exercises or when 
the class is participating in a mindfulness activity: “I feel like that’s my practice time, 
too. That’s my time to breathe and relax and be mindful and in the moment” (Katie, 
Interview, February 2, 2017). Amelia describes her ability to practice mindfulness with 
her class as a “win-win” for students and teachers (Amelia, Interview, February 2, 2017).  
 A couple of participants mentioned specific mindfulness techniques that they 
employ in their classrooms (and other work-related scenarios): “I’ve learned to be quieter 
in my teaching. I used to just yell…I learned…how to save my voice and my sanity 
throughout the day, to stay calmer for my own self” (Lynn, Interview, February 3, 2017). 
Janet, a grade 1-3 teacher, described the “wavy path” she took towards developing 
mindfulness since her first few years of integrating various practices into her life and 
teaching. Though Janet speaks of wanting to be “more disciplined” about her personal 
mindfulness practice, she shared her technique for approaching parent-teacher 
conferences:  
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 You’re going from one kid to another to another, but building in that ten minutes 
to say, “Before these people come in, I’m going to spend ten minutes just 
refocusing myself and thinking…Okay, let me bring this student to mind, let me 
be mindful and focused on who this is as a person…What are the things that I 
want to share about him or her?” (Janet, Interview, February 2, 2017)  
Similarly, Jessica, a grade 3-5 teacher, also shared how she learned to better allocate her 
attention: 
I used to let three kids talk to me at one time and act like I had given the three 
kids my attention, and that they knew that and felt like I gave them my attention. 
And now I’ll say, “Let’s wait until we get back to the room so I can hear, because 
I really want to know what you’re trying to tell me.” [It is] so much more 
meaningful to them. (Jessica, Interview, February 3, 2017)  
One participant suggested that, even if teachers chose not to use explicit mindfulness 
exercises with their students, the teacher’s mindful presence might be impactful enough 
to produce positive change in the students and the classroom environment. It is the 
embodiment of mindfulness that can potentially have a soothing benefit for the children 
(Morgan, Interview, February 3, 2017). 
Tools and Techniques 
Without ever asking a participant to describe how mindfulness was being 
practiced in the classroom, nearly every interview revealed information about the various 
mindfulness tools and techniques that the Jackson staff use with their students. Though 
not explicitly a “goal, success, or challenge” (as outlined in the research question), it 
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became evident that these practices are a core element of the teachers’ experience with 
mindfulness, and, in the majority of cases, lead to stories of success. As demonstrated in 
previous chapters, participants found it beneficial to choose the techniques that resonated 
with them. Some examples of tools or techniques used by participants include breathing 
exercises, chimes/rain sticks, calming music, mindful walking/observation, reading books 
on mindfulness (e.g., a book about how students can use their breath to help them with a 
difficult emotion), coloring mandalas, mindful movement (e.g., yoga), Go Noodle (online 
mindfulness resources for educators), and movement breaks.  
Additionally, depending on the age and cognitive ability of the students, teachers 
may describe how the brain works. Explicitly teaching the neuroscience that underscores 
secular mindfulness helps students understand the purpose behind the mindfulness 
activities, possibly making them more apt to participate in certain exercises. Christine, a 
grade K-2 teacher, shared how she approaches discussions about the brain with her 
students:  
[We start] from the very beginning of the year with the idea that scientists know 
that our brains learn best when they’re calm and quiet...All year long, we’re going 
to be learning ways to help our brains become quiet, so we can grow stronger. 
(Christine, Interview, February 2, 2017)  
Natalia, a grade K-2 teacher, explained how she used a lockdown drill as an opportunity 
to teach her young students about the brain and its ability to help manage worry, helping 
them cope during that particularly anxiety-provoking experience:  
Kids can talk about the brain. They can say “Oh, I had a growth mindset when I 
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did that!” …they can learn it. We were talking about it the other day with worries. 
We were having to practice a lockdown…and we were talking about the 
brain…about how we want to grow like beanstalks in our learning, but we don’t 
want our worries to grow like beanstalks: “So, what do you do when your worries 
are growing like a beanstalk? Your ‘worry mind’ is playing tricks on [you].” 
(Natalia, Interview, February 2, 2017).  
Conversely, Gary, a grade 1-3 teacher, claims he “doesn’t get very scientific,” noting that 
he’s teaching young children who may not be able to conceptualize the functions of the 
human brain and their impact on thoughts, feelings, and behaviors (Gary, Interview, 
February 2, 2017).  
In terms of how participants integrate mindfulness practices in their classrooms, 
some reported being proactive (typically have a structured approach to mindfulness 
practice), whereas others assume a more reactive stance, using mindfulness techniques 
primarily when they feel they are needed in a given scenario. The amount of time that 
teachers devote to focusing on mindfulness varies, though mindfulness activities tend to 
be short in duration (1 to 10 minutes), due to the nature of the exercises themselves, but 
also because teachers struggle to find time to do everything that’s required in the course 
of a school day. (Details about the challenges of allocating time for mindfulness practice 
will be discussed in Chapter 6.) Amelia, a grade K-2 teacher, ensures that she 
incorporates a mindfulness activity each day so she can make mindfulness “regular 
practice” for her students (five minutes a day), “so they can own it and use it whenever 
they think they need to” (Amelia, Interview, February 2, 2017). Katie, a grade 1-3 
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teacher, prefers to take a mindfulness break at the same point each day: “Transition time 
is the best time that I like to use it...before they go to do something…it might be before 
an exam or an assessment” (Katie, Interview, February 2, 2017). Jessica, a grade 3-5 
teacher, takes a more integrative approach: “We don’t just have breathing or mindfulness 
as an activity…Math, mindful spelling, reading workshop – it is all blended in” (Jessica, 
Interview, February 3, 2017). Cindy, a grade 1-3 teacher, also feels that mindfulness 
should be incorporated into all classroom activities:  
I think it is built into the philosophy of which I teach, so…I don’t see 
mindfulness practices happening in my classroom as their own entity. They’re 
embedded into my work…When I’m engaging in problem-solving in math class, 
we’re talking about neurological pathways and how when we read-think-
read…that double-read is helping us to build that neural pathways. We don’t have 
“mindfulness time.” (Cindy, Interview, February 3, 2017)  
 In elementary school, some students in the upper grades teach the younger 
children about mindfulness: “When we go down to kindergarten for book buddies we 
always start off with a breath and the fourth graders teach the kindergartners a breath, a 
new breath every week” (Jessica, Interview, February 3, 2017).  
 Two of the most popular tools used by staff in the Jackson school district are the 
online learning site, GoNoodle, and Yoga Cards23. In a 2016 Forbes article entitled, 
“GoNoodle is Creating a World Where Kids Use Technology to Unplug,” contributor 
                                               
23 Participants mentioned that they used tape to cover the word “yoga” on the cards and replaced 
it with the words “mindful movement.”   
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Julian Mitchell shares: 
A 2015 study, published in the Pediatrics journal, revealed that 97% of children in 
the U.S. under four years old have used a mobile device. The findings also 
established a universal exposure to mobile devices amongst kids as young as six 
months old, regardless of household income or socioeconomic status. More than 
75% of kids above the age of four own their own device, with nearly 50% 
commonly using more than one device at a time. A staggering 20% of one-year-
olds have their own tablet computer, while 28% know how to fully operate a 
mobile device without assistance. (Mitchell, 2016) 
Mitchell goes on to explain that while these figures are “astounding,” a startup company, 
GoNoodle, is leveraging this trend to help students manage their wandering attention 
(even addressing attention disorders):  
Launched in 2013, GoNoodle designs mobile games, interactive activities and 
kid-friendly entertainment to provide "brain breaks" that promote physical 
activity, active learning, heightened engagement and enhanced focus. Choosing 
from hundreds of customized videos, teachers and parents use GoNoodle to 
effectively direct a child's energy, while breaking away from traditional methods 
of teaching to make the learning experience fun and entertaining, as opposed to 
exhausting or disinteresting. (Mitchell, 2016)  
At the time the Forbes article was published in 2016, GoNoodle was being used in over 
600,000 elementary classrooms. The “fun” of GoNoodle was so appealing that kids 
continue to play at home on mobile devices, computers and smart TVs. Now over 12 
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million kids are actively engaged each month, running, jumping, dancing and stretching 
with GoNoodle in classrooms and living rooms across the U.S. and in 175 countries 
worldwide. A study of 608 4th and 5th graders showed that those who played GoNoodle 
achieved a 50% greater improvement in math scores vs. students who did not play 
GoNoodle. (Mitchell, 2016) 
 Another popular tool used by teachers in the Jackson school district are Yoga 
Cards. The following are a few examples of exercises that teachers can lead using the 
cards (for a complete list, see Appendix K).  
Create a Yoga Story Sequence: Pick three to six yoga pose cards (with or 
without their matching keyword card). Then create a yga pose sequence. You 
could make up a story or situation to go with the sequence. For example, Dancer 
+ Tree + Eagle cards: you could pretend to be a fairy who goes to a ball in the 
trees and dances with an eagle.  
Play a Yoga Pose Card Flip Game: Place only the pose cards face down 
together in a pile. One player flips over the top card, and everyone has to “strike a 
pose.” 
Guess the Yoga Pose:  Gather together a deck of keyword cards and place them 
face down. Each player takes a turn at selecting the top keyword card and has to 
guess the matching yoga pose. For example, if the player picks a “dog” card, he or 
she has to say or act out Downward-Facing Dog Pose. If the player can’t 
remember the matching yoga pose, then he or she can ask friends for help. Repeat 
the process until each player has had a turn.                                                                                                                             
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Create a Calming Sequence: Using the entire Yoga Poses for Kids Cards deck, 
have each child come up with his or her very own signature yoga pose 
sequence (maybe three to five poses, depending on the age and needs of the child) 
that could be used to help calm their bodies and minds. Spend some time going 
over their sequence, ensuring that it’s easy for them to practice and remember the 
sequence. (“Yoga Cards for Kids,” 2015)   
Jackson teachers also reporting using Cosmic Kids Yoga, a website that includes dozens 
of videos related to yoga and mindfulness, in addition to providing yoga lesson plans and 
yoga training for teachers. Like GoNoodle, Cosmic Kids Yoga is popular in schools 
across the country; their videos have had over 47 million views on YouTube.  
Peace Place  
Participants shared a number of various techniques that they employ with 
students, but one technique, in particular, clearly stood out from the rest: the “peace 
place” or “peace corner” was mentioned in nearly every interview, with most teachers 
describing its function in detail. Even after the first few interviews, when the pattern of 
the use of a peace place was clearly emerging, I never explicitly asked participants to 
discuss them. Participants’ feedback on the peace place was overwhelmingly positive and 
represented a success for many teachers.  
What is a peace place? A peace place (or peace corner) is a designated area in the 
classroom where students can go when they are feeling dysregulated, overwhelmed by an 
emotion, or if they simply “need a break” (Rebecca, Interview, February 2, 2017). 
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Teachers stock their peace places with tools and books related to mindfulness, taking care 
to choose items that help calm students’ bodies and minds. Examples of items you might 
find in a given peace place include books on mindfulness24, mandalas to color, pictures of 
family members (for young students who may be missing their parents after being away 
from home), puzzles, squeeze balls, jars with glitter25, sensory items, and finger 
labyrinths (for a description of how to use a finger labyrinth, along with other 
mindfulness exercises for students, see Appendix I. Rachel, a grade 1-3 teacher, shared 
that her principal recently supplied her with noise-cancelling headphones to help with 
sensory challenges (e.g., overstimulation) (Rachel, Interview, February 3, 2017). A 
couple of teachers described how they’ve set up their peace places to be calming spaces, 
covered with canopy-like mosquito nets; one participant even has a small tree that the 
children can sit under: “I try to make it nice and cozy…It is our favorite spot in the 
classroom” (Jane, Interview, April 21, 2017). Another teacher mentioned that she has 
incorporated two peace places in her classroom (Megan, Interview, February 3, 2017) 
and one participant said that she was in the process of adding a second one (Christine, 
Interview, February 3, 2017). All of Jackson’s first grade classrooms have peace places. 
For one teacher, the peace place has been the cornerstone of her mindfulness practice in 
the classroom: “The peace corner has been one of the most amazing things that came out 
                                               
24 Books on quiet, being in nature, gratitude, and kindness should be read and discussed and serve 
as ongoing touchstones and reminders to be mindful (e.g., The Other Way to Listen, Yesterday I 
Had the Blues, All the Places to Love, Mindful Monkey, Happy Panda, The Magic of Patience).  
25 Jars (e.g., mason jars) are filled with liquid and glitter. The glitter settles on the bottom of the 
jar, and students then turn the jar upside-down and watch the glitter slowly settle on the opposite 
end of the jar.  
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of this [the mindfulness initiative]” (Rachel, Interview, February 3, 2017). For some 
children, the peace place has had such a positive impact that they have asked their parents 
set up a peace place in their homes.  
If a teacher notices that a student is overwhelmed, he or she can recommend that 
the student visit the peace place: “Do you need to calm your mind and body? Why don’t 
you go to the peace place and use one of the tools…and then come on back?” (Megan, 
Interview, February 3, 2017). However, the greater point is that students can also elect to 
go to the peace place any time, almost always without having to ask for permission from 
the teacher. Patricia, a grade K-2 teacher, describes how students ask, “Can I just go to 
the peace place?” or “So-and-so is making me mad – can I go?” (Patricia, Interview, 
February 2, 2017). As another teacher recalls, “…most of the time now I don’t have to 
send them; they go on their own” (Amelia, Interview, February 2, 2017).  One of the 
reasons why teachers and students have had success using peace places is based on 
students’ familiarity with the Zones of Regulation, which is a “framework to foster self-
regulation and emotional control…The Zones is a systematic, cognitive behavioral 
approach used to teach self-regulation by categorizing all of the different ways we feel, 
and states of alertness we experience, into four colored zones” (Kuypers, 2017). To help 
children conceptualize these states, the zones are based on traffic signs (see Figure 3 
below); the blue zone “is used to describe low states of alertness and down feelings, such 
as when one feels sad, tired, sick, or bored…like rest area signs where one goes to rest 
and re-energize” (Kuypers, 2017). The green zone indicates “a calm state of alertness; a 
person may be described as happy, focused, content, or ready to learn” (Kuypers, 2017). 
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The yellow zone represents a “heightened state or alertness and elevated emotions; a 
person may be experiencing stress, frustration, anxiety, excitement, silliness, or 
nervousness” (Kuypers, 2017). When someone is in the yellow zone, they have more 
control than they do in the red zone, which represents “extremely heightened states of 
alertness and intense emotions; a person may be elated or experiencing anger, rage, 
explosive behavior, devastation, or terror” (Kuypers, 2017).   
 
Figure 3. Zones of Regulation  
Retrieved from: http://www.zonesofregulation.com/learn-more-about-the-zones.html 
 
Using their knowledge of the zones, students understand that the peace place is an area in 
the classroom where they can rest and readjust:  
Student: “Mrs. X, how are you feeling today? Are you in the green zone?” 
Teacher: “I am in the green zone. How are you?”  
Student: “I’m a little in the blue.”  
Teacher: “Do you want to go to the peaceful place?”  
Student: “I do I do!”  
Teacher: And then she comes out and she’s like, “Now I’m in the green.” 
(Patricia, Interview, February 2, 2017) 
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The notable shift in students’ ability to become more self-aware and self-regulated 
inspired the most skeptical teacher to change her attitude about using a peace place in her 
classroom: “It just made me realize that this is what I need to be doing for these kids” 
(Patricia, Interview, February 2, 2017). Amelia, another former critic of the peace place, 
described how she “adamantly refused” to incorporate a peace corner in her classroom; 
her viewpoint changed when she realized that she needed to clearly distinguish the peace 
place from traditional “time out” (Amelia, Interview, February 2, 2017).  
A peace place changes over time. The objects in the peace places change, and the 
usage of them shifts depending on the particular class. Some teachers describe how the 
peace place is used differently during different school years, depending on the class 
(Natalia, Interview, February 2, 2017). According to the interviews, most teachers 
“explicitly teach the tools,” so the peace place does not become a place for play, but 
rather a place for mindfulness and regulation (Megan, Interview, February 3, 2017). As 
teachers stock their peace places, they find themselves discovering more tools that would 
be appropriate for their classrooms. Morgan, a K-5 wellness professional, shared that it 
was important to keep the tools fresh and new so there are always opportunities for “re-
teaching and revisiting” the mindfulness concepts (Morgan, Interview, February 2, 2017). 
To assist with this effort, Morgan worked with a team of teachers to create boxes of 
mindfulness tools that could be used in peace places. Throughout the school year, 
teachers rotate the contents of the boxes so there are always updated mindfulness tools in 
each teacher’s peace place: “I’m giving them permission, I’m demonstrating, I’m valuing 
it, I’m making sure the kids know how important this is in our classroom and what a joy 
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it is” (Morgan, Interview, February 3, 2017). Jane, a grade 1-3 teacher, spoke of the 
importance of teaching students to really understand how to use the tools in the peace 
place:  
…you say well, yea, I have a peace place…and mandalas…and you’ve not really 
introduced it [the mindfulness tools] to the kids and the kids don’t really know 
how to use it and they don’t ever really get a chance to use it…To me, that’s not 
really a peace place. It needs to be something that’s thoughtfully taught to the kids 
and replenished often…You talk about how we’re going to use it and you model 
it…and it is ongoing...throughout the whole year. It is not introduced once, 
“Okay, there it is.” (Jane, Interview, April 21, 2017)  
Similarly, Jessica, a grade 3-5 teacher, adds: “Mindfulness is a little deeper than coloring 
the mandala” (Jessica, Interview, February 3, 2017).  
Amelia, a grade K-2 teacher, provided an example of how she leveraged the peace 
place to teach her young students a lesson on dealing with frustration. First, Amelia 
explained to her students that they were going to “practice” being frustrated because 
“we’re all going to get frustrated…things happen every day that are frustrating” (Amelia, 
Interview, February 2, 2017). To facilitate this lesson, Amelia purchased stackable 
magnetic butterflies to put in the peace place; students are supposed to build a tower of 
butterflies without them falling over. Amelia explained to her students that when 
attempting to stack the butterflies, the tower is going to fall down, and it is going to be 
frustrating: “We had a couple of set times during the day when it was okay to practice 
being frustrated…I hear them in there [in the peace place] going ‘that’s okay, that’s 
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okay.’ That one thing has made a difference” (Amelia, Interview, February 2, 2017). 
Courtney, a K-12 wellness professional, described how she incorporates using the peace 
place into certain students’ behavior modification plans, asking teachers: 
What does your peace corner look like? What do you need there? What does this 
student need in your peace corner so this student doesn’t have to leave your 
class…to be able to self-regulate and be in your class? Do they need putty? Do 
they need something squishy? What do they need? Do they just need sheets to 
color? (Courtney, Interview, April 5, 2017) 
While the overwhelming consensus is that peace places are being used 
productively, a couple of teachers shared that they had received comments that the 
students are “just playing” (Megan, Interview, February 3, 2017). Megan, a grade K-2 
teacher, elaborated on this criticism: “It is making them ready for learning…they’re able 
to participate and they’re able to learn” (Megan, Interview, February 3, 2017). Rachel, a 
grade 1-3 teacher, argues that the children are “using the peace corner avidly and for 
good reason, not just to avoid work” (Rachel, February 3, 2017). Another challenge 
regarding the peace places is the potential for a lack of continuity in students’ experience 
from year to year. One teacher shared that she felt it was problematic if students did not 
have peace places in subsequent classrooms: “These are kids who need a peace place; 
that’s what works for them. And it doesn’t always continue on…that’s a challenge” 
(Megan, Interview, February 3, 2017).  
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Chapter VI: The Jackson School District (Part II) 
This chapter is a continuation of the findings from the Jackson school district case 
and focuses on challenges faced by the district, efforts to sustain engagement, and advice 
from Jackson staff to other schools that are considering implementing a mindfulness 
program. The chapter concludes with a description of Jackson’s plans for their 
mindfulness program moving forward.  
Challenges  
 
In terms of the challenges faced by the staff in the Jackson school district, there 
was a great deal of consensus, but there was also some variation. And, perhaps 
unsurprisingly, several suggestions for program changes or improvements arose from the 
questions regarding the challenges that staff face. Broadly speaking, Courtney, a K-12 
wellness professional, pointed out that, contrary to the belief of many people outside of 
the district, program challenges are often social, rather than financial. Though not all 
participants indicated that the issue of secularity was problematic for them, there was 
ample discussion about the efforts that the district takes to ensure that their mindfulness 
practices remain secular. Moreover, participants described how it is essential that the 
secular nature of the Jackson mindfulness program is conveyed to families and the 
Jackson community. Other significant challenges that will be addressed in this section 
include: 1) competing demands/lack of time, 2) issues regarding consistency (e.g., 
participation in the program and varying degrees of engagement from staff in the middle 
and high schools), and 3) student challenges (e.g., buy-in and the potential discomfort 
created by quiet or silent mindfulness exercises).   
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Secularity, Family, and the Community 
 Referencing recent controversies surrounding mindfulness in schools, 
particularly the debate about the secularity of mindfulness, Patricia, a grade K-2 teacher, 
spoke of the importance of “immersing” oneself in the work that other schools are doing 
with mindfulness, along with understanding the current research on mindfulness and its 
potential implications: “Make sure you understand what’s okay and what’s not okay in a 
public school” (Patricia, Interview, February 2, 2017). In general, participants shared 
Patricia’s viewpoint and were aware that maintaining the secularity of school 
mindfulness programs is a critical issue for other schools as well. Jack, a district 
administrator, remarked that having a secular mindfulness program is a “big challenge for 
a district or schools or anyone that’s attempting to unfold mindfulness practice” (Jack, 
Interview, February 2, 2017). It is the responsibility of the school district to maintain a 
clear distinction between Buddhism (and any religion) and the mindfulness practices that 
are occurring in the school. Parker, a K-5 wellness professional, described that her 
intention was “to really help people understand that you’re not trying to practice anything 
religious…to lay that foundation that this is helpful and we’re respectful of where family 
boundaries are” (Parker, Interview, February 2, 2017).  Yet, despite the importance of 
maintaining secularity, most participants indicated that the issue of secularity had not 
been a problem for them:  
Interviewer: Have you ever received pushback from parents?  
Natalia: Never. Maybe I’ve been very clear with kids and with parents. I think the 
way it evolved in our community…everyone was so interested in it…We’re very 
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careful about what we’ve always called it. It is not meditation…it is 
mindfulness…inner resilience. (Natalia, Interview, February 2, 2017)  
Amelia, a grade K-2 teacher, said she had not received any resistance from parents, but 
acknowledged that she’s “always waiting for that” (Amelia, Interview, February 2, 2017). 
Amelia sends her students home with articles about mindfulness that she finds to be 
particularly interesting or helpful; the students can share the information with their 
parents in order for the parents to have a clearer understanding of the type of mindfulness 
work that she employs in the classroom. While most teachers remarked that they had not 
encountered any opposition from parents, one teacher did open up about a difficult 
situation she was facing at the time of the interview:  
I have children of varying religious backgrounds…I think there’s 
misunderstanding of the term “mindfulness.” I have some confused families that 
are interacting with me about making sure [that] I’m not using mindfulness in my 
classroom because their religions don’t agree with that work. [I’m] recognizing 
that we need to be more clearly definitive about its purpose and its role as 
learners. (Cindy, Interview, February 3, 2017)  
Clear, open communication with parents emerged as being critical. Carolyn, the 
district wellness coordinator, likened it to the concept of how an educator has to 
“understand the difference between teaching about religion and teaching religion” 
(Carolyn, Interview, October 6, 2017). Describing how she communicates with families, 
Cindy, a grade 1-3 teacher, indicated that she emphasizes that she “hears them [the 
family/their concerns]” and acknowledges that she understands that their faith or religion 
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is to be honored; she “reassures” families that the practices she employs are designed to 
help students learn. Cindy encourages parents to openly communicate with her if 
anything feels “unsure” to them: “If their children are going home and saying ‘I did this 
today’ or ‘I learned this today and it was uncomfortable’…I want to have that 
conversation with them as families” (Cindy, Interview, February 3, 2017). Cindy also 
mentioned that questions about secularity had been most prevalent during the school year 
in which the interview took place. Courtney, a K-12 wellness professional, described the 
issue of the secularity of mindfulness as “murky” and contends that there is a strong need 
to be “sensitive” and “deliberate” in how the staff communicate with families, offering 
parent education “whenever we can”:   
We have worked so hard to be secular and to really have it based in brain 
science…so I think that’s always a battle we’re going to have to fight with people 
that are new to our district or say, “What are you doing?” And I don’t think that 
we’re unique and alone in that…You do get some parents or community members 
or staff members that say, “Wait a minute…This does not feel secular to me.” We 
really need to be crystal clear. (Courtney, Interview, April 5, 2017) 
The Jackson school district uses the guidelines that were developed by Mindful Schools, 
an organization that provides mindfulness training, and shares the following information 
with all staff:  
Our enduring commitment to secularity reflects the fundamental value of 
inclusivity. Only a thoroughly secular articulation of mindfulness avoids 
excluding people who might otherwise be interested in the practice. To fully 
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honor the autonomy of students and our community members, the secularity of 
mindfulness is of paramount concern. As educators sharing mindfulness, it is first 
important to clarify and affirm our intentions. When we share mindfulness, we are 
not attempting to impose a comprehensive belief system. Nor are we attempting 
to advance or inhibit any religious commitments that students or educators may 
hold. Our objective is simple: to support the well-being of students and educators 
by sharing simple practices and psychoeducation, and to develop an attitude of 
inquiry around how the mind works. 
1. Mindfulness practices should be articulated in the primary instructional 
language or languages (in the case of bilingual education). 
2. No classroom can be conducted in a completely value-neutral manner and it is 
reasonable to affirm humanistic values such as kindness, cooperation, empathy or 
concentration. However, mindfulness is not an attempt to teach a comprehensive 
ethical system. 
3. Teach the practices in a direct, experiential manner whereby practitioners can 
examine the validity of the claims within their own subjective experience (e.g., 
when doing seated mindfulness practice, students can directly perceive the 
attention wandering away from the mindfulness anchor). The spirit is one of 
encouraging curiosity as if conducting an experiment with one’s own mind and 
body. Do not assert or intimate claims about metaphysics (e.g., “the nature of the 
universe is love”). If such questions or comments arise from students, support 
their curiosity while clarifying the scope of mindfulness practice and redirect the 
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conversation to the subjective or empirical realm. 
5. Frame mindfulness as a practice about subjective experiences rather than about 
overarching truths of the universe. 
6. Do not include symbols or artifacts closely linked to a particular religious 
tradition (e.g., making particular gestures with one’s hands, bowing, using 
religious props, etc.). 
7. Do not substantiate the practices on the basis of religious figures or texts. At 
the same time, take care not to denigrate religious practices or texts. 
8. Teach in a manner consistent with current scientific understandings of human 
biology and behavior. 
It was evident that, when discussing mindfulness practices, participants are 
sensitive about the language they use with each other, with their students, with parents, 
and with the broader Jackson community. Jack, an administrator, described the district’s 
approach to communication with parents as “conscientious and considerate” (Jack, 
Interview, February 2, 2017), while Amelia said she is “careful” with her word choice 
and presentation (Amelia, Interview, February 2, 2017). Instead of explicitly referencing 
meditation, Katie, a grade 1-3 teacher, uses terms such as “mindful time, getting in the 
moment, being in the moment, and relaxation” (Katie, Interview, February 2, 2017). 
Multiple participants spoke about how they emphasized the physiological and 
neurological aspects of mindfulness and how those concepts related to improvements in 
learning.  
When asked what advice she would provide to other school districts that were 
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considering starting a mindfulness program, Morgan, a mindfulness committee member, 
said:  
Be so super careful that this is not religiously affiliated or orientated in any way. 
Don’t use the Tibetan bell. Don’t use Namaste. Don’t use the prayer hands. Don’t 
use Yoga. Don’t in any way risk all the work that’s been done all over this 
country that would make you vulnerable to folks that would find that a reason to 
undermine the whole program. Make sure that this is a neurologically-based...It’s 
all gotta be edu-speak. It can’t be lala-speak. (Morgan, Interview, February 3, 
2017)  
As mentioned, one of the greatest challenges comes with disseminating appropriate 
information with the proper language and “common vocabulary” to assure families and 
the community that the mindfulness practices being used in the district are, indeed, 
secular.  
Time 
The challenge of balancing competing priorities and difficulty finding time to 
practice mindfulness is expected, given what we know about the stress and strain that 
educators face; time is a scarce resource in the life of an educator. Administrators, 
teachers and wellness professionals are balancing multiple priorities and directives. 
According to the survey responses and interviews, one of the most prevalent challenges 
faced by participants are the competing demands that teachers, in particular, are expected 
to balance: academic requirements and curricular changes, the “assessment culture” and 
pressure related to test scores, and the need to gather data to fulfill reporting requirements 
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(to name a few). Morgan, a wellness professional and member of the mindfulness 
committee, shared her views on the pressures facing elementary school educators:  
We keep changing the [elementary] curriculum. We keep changing what people 
are teaching, how they teach it, how they evaluate it, how we’re going to test it. 
Every year there’s like this huge initiative that people have to learn…I want to be 
progressive, I want to “be” best practice, I was us to be doing the very best job we 
can. There’s a lack of understanding of what that does to an elementary school 
teacher who teaches all subjects. (Morgan, Interview, February 2, 2017)   
Another significant challenge, which is inextricably linked to managing competing 
demands, is the issue of participants not having enough time to juggle their various 
responsibilities; this could include not having adequate time to a) participate in the 
mindfulness course or training, b) practice mindfulness for oneself, or c) integrate and 
practice mindfulness in the classroom. One participant mentioned that she found it 
difficult to find the time to even plan mindfulness activities for the classroom. According 
to Natalia, a grade K-2 teacher, bringing mindfulness practices into the classroom, while 
generally viewed as beneficial, is sometimes seen as “adding something else to the plate” 
(Natalia, Interview, February 2, 2017).  
Rachel, a grade 1-3 teacher, spoke directly about the pervasive assessment culture 
and the stress it causes. Despite the challenge, Rachel understands that practicing 
mindfulness, although it is another “task,” can help curb the feeling of overwhelm:  
I think people in this district feel a lot of academic pressure. It is a lot of “you 
need to produce data, you need to collect data, you need to give assessments.” It’s 
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stressing the kids out and it’s making us feel stressed…I don’t have time for one 
more thing. I see it [mindfulness] as this helps me get through the overdose of 
curriculum and it helps me deal with my stress. But I get it – people don’t want 
another thing added to their plate when there are so many curriculum 
requirements and demands. (Rachel, Interview, February 3, 2017)   
Another participant explained that he can only “afford” to spend five to eight minutes on 
mindfulness practice in his class a couple of times per week, often resulting from 
weighing his options with regard to time and tradeoffs:     
Our days have become so jam-packed that it’s difficult to fit in what it is that 
we’re expected to fit and to do it well. Every little thing that’s another five, or ten 
or fifteen minutes…it’s a chunk of time…You have to give yourself permission to 
say, “What is more important? That we lose five minutes of reading or [that] kids 
know how to do a body scan?” (Gary, Interview, February 2, 2017) 
Katie, a grade 1-3 teacher, even struggles with “remembering to fit it [mindfulness] in” 
during the school day (Katie, Interview, February 2, 2017). 
Teachers also mentioned feeling the need to give themselves permission to use 
mindfulness practices, either in the classroom or for their own personal benefit. It seems, 
to some, that mindfulness practices tend not to carry the same weight as rigorous 
academic work, and therefore should not usurp valuable time for learning. Those who 
reported engaging in mindfulness practices regularly, however, explained that the 
practices were truly setting children up to be better, more focused learners: “You’re like, 
you can’t take these ten or fifteen minutes? You really can. And I have to remember that 
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it’s fine to do that” (Janet, Interview, February 2, 2017). Amelia spoke of how it was 
difficult for her to “carve out time for a consistent practice,” but recognized that regularly 
accessing mindfulness “might eliminate the necessity to do something because, ‘Wow! It 
is really crazy in here right now’” (Amelia, Interview, February 2, 2017). Of course, there 
is opportunity cost to consider when you do not engage in certain activities. Jane, a grade 
1-3 teacher, shared that she wished there was more time for staff mentoring for 
mindfulness practices: “We don’t do that [mentoring] an awful lot and we should…It is 
basically because of time. There’s not a lot of time, really, to do that and there really 
should be, because that’s very powerful” (Jane, Interview, April 21, 2017). Though she 
recognizes that time is certainly a significant challenge, Morgan, a wellness professional, 
makes the point that practicing mindfulness in the short-term can have long-term 
benefits, saving time and managing “burnout and emotional compassion fatigue”:   
Mindfulness really helps in terms of prioritizing, staying calm, being in the 
present, not overstressing. Mindfulness is the salve, is the healing balm for both 
professionals and for these children. So, while there are impediments to 
progressing with the work because it does fill the plate…When you go to a fancy 
restaurant there’s the plate underneath the plate. Mindfulness is like the charger 
underneath the plate. (Morgan, Interview, February 2, 2017)  
In addition to addressing the challenges that staff face with regard to finding time to 
practice mindfulness (for themselves or with students), Carolyn, the district wellness 
coordinator, described that it can be challenging to carve out time to simply communicate 
with other staff about the mindfulness program:  
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Communication is always a challenge. I’ve learned a lot in the last two years 
about the importance of meeting in person and reading each other’s body 
language and allowing for a little space in terms of sitting in silence maybe and 
just listening deeply and finding the time to do that is…it can be challenging, but 
such a worthy challenge. (Carolyn, Interview, October 6, 2017)  
Courtney, a K-12 wellness professional, explained that she encourages teachers to try and 
implement mindfulness practices, conveying that doing so does not always require a 
significant investment of time: 
Sometimes, it is about staffing…and I try to help them [teachers] understand that 
once we can teach some of these skills, they [the students] don’t necessarily need 
to leave the class to do it; they can do it sitting in their chair…they can do it 
standing in the back of the class…they can go over to the peace corner. 
(Courtney, Interview, April 5, 2017) 
Rebecca, a grade K-2 teacher, notes “…you can have five minutes…it is just part of your 
schedule; it is an expectation; it is not an exception, it is expectation” (Rebecca, 
Interview, February 2, 2017). Time is also not a factor for Christine, another grade K-2 
teacher: “[Time] doesn’t seem like a problem for me. I mean, you would think that at this 
date, everyone’s giving their kids movement breaks anyway, right?” (Christine, 
Interview, February 2, 2017). Though there were some participants who did not view 
time as a barrier to engaging in the mindfulness program, it is evident that managing 
one’s time is a concern for a number of staff members. 
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Consistency  
 The issue of providing students with a consistent experience of mindfulness 
practice is critical to Jackson staff, though incredibly hard to mandate, given that 
participation in the mindfulness program is voluntary. According to Carolyn, the district 
wellness coordinator, it would be ideal if all students would engage in mindfulness 
practice throughout their school years:  
We love that schools have unique personalities and special traditions. There was 
also an awareness that there are benefits to our students as they move from one 
school level to the next…so that every time someone moves to another school, 
even when families move between elementary schools…it can be confusing to 
families, to move to a new school or school level. (Carolyn, Interview, October 6, 
2017)  
Rebecca, a grade K-2 teacher, described the importance of continuity:  
…that common language that kids understand when it is introduced to them in 
kindergarten and it follows them to first grade…and by second grade it is amazing 
if these kids have been taught that consistent expectation, language, behavior, 
responsibility to one another. (Rebecca, Interview, February 2, 2017) 
Rebecca goes on to describe how mindfulness should be a consistently present experience 
in the classroom, similar to reading: “If teachers began mindfulness instruction in 
kindergarten and it ‘follows’ the students, I think we would see it implemented in a much 
more…true way…like, a more altruistic way, instead of it being forced” (Rebecca, 
February 2, 2017). Parker, a wellness professional, echoes Rebecca’s concern: “Yea, they 
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don’t hear the same language from the teacher, so I think that’s another important 
sustainability thing…there’s gotta be people in the school that are using common 
language and holding it as a common value” (Parker, Interview, February 2, 2017). 
Though I did not have the opportunity to interview any staff from the middle and 
high schools, I was able to speak at length with Courtney, a wellness professional, who 
works with students and staff in all grades, K-12. Describing how mindfulness practices 
change over the course of a student’s trajectory, Courtney focused on the developmental 
shift that occurs in both students and teachers across grade levels:  
 I think, sometimes in fourth and fifth [grades], kids start becoming more self-
aware; they’re maybe not as willing to look a little bit silly in front of their 
friends, and some of the teachers of the upper elementary [students] start to feel a 
little more formal with their kids…I think it is just a matter of some personal 
comfort; they’re [teachers] putting tools in their toolbox and just encouraging 
them to pick one thing that they want to practice with their kids – that’s where 
you start. (Courtney, Interview, April 5, 2017) 
One of the most significant issues for the Jackson school district that has had a direct 
impact on consistency has been the engagement of teachers in the higher grades (middle 
and high school, and, to a lesser extent, fourth and fifth grades). This is not to say that 
some teachers in the upper grades are not receiving training and practicing mindfulness 
with their students. However, it is well known that as children enter and progress through 
adolescence, unique challenges arise. Some of those changes include a lesser degree of 
adherence to rules, caring more about what their peers think of them, finding things once 
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useful to be “silly,” etc.: “I think that as kids get older, some of that stuff becomes less 
acceptable, less comfortable, and teachers don’t feel as comfortable doing that with their 
kids, so I think that’s a little bit of an obstacle” (Courtney, Interview, April 5, 2017). 
Courtney adds that some teachers “aren’t sure how to really incorporate it into the work”:  
Whether it’s during morning meeting or movement breaks…The little kids do 
GoNoodle, you know, dance all the time in their classrooms. “It’s 9:30 in the 
morning…okay everybody, we’re going to do GoNoodle, so and so come on up, 
choose the movement activity. (Courtney, Interview, April 5, 2017)  
Courtney describes the environment in the middle school as “definitely a different flavor” 
than the widespread use of mindfulness practices in the elementary schools. One 
logistical challenge that arises in middle school is the fact that students have multiple 
teachers instead of one, consistent elementary classroom teacher that is responsible for all 
subjects and aspects of learning (including mindfulness practices). While some teachers 
in the middle school have participated in the mindfulness course, others may not feel 
comfortable integrating various practices into their classes, particularly movement-based 
exercises. That said, Courtney spoke of one teacher, in particular, who spends quite a bit 
of time with his middle school students talking about the physiology of the brain and how 
it relates to strong emotions (e.g., fear, anger). Additionally, Courtney mentioned a 
middle school science teacher who set up an area in his classroom that is somewhat 
similar to a peace place (for older children), though he was adamant that he did not 
consider it to be a mindfulness activity:     
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The teacher had this beautiful puzzle out that kids could just go over and work on 
the puzzle [for two to three minutes] if they were feeling like…they needed a 
quiet activity, if they were overwhelmed…I said [to the teacher] “Well, tell me 
about the puzzle on your table back there” and he said, “It [the table and puzzle] 
wasn’t mindfulness.” (Courtney, Interview, April 5, 2017)  
Conversely, some teachers more readily employ mindfulness practices, which appear to 
resonate with their students:  
Some of them [teachers] feel more comfortable introducing activities that can be 
as simple as “We’re going to close the shades, turn off the lights, and for one 
minute I’m going to set this metronome. I want you to breathe, I want you to 
listen to the metronome and pace your breath, and then we’re going to start our 
class.” It can be as simple as that and the kids absolutely love it. They [students] 
oftentimes will say, “Can we please do that activity again where you close the 
shades and turn off the lights and put the metronome on?” I mean, I think our kids 
are in such a fast-paced world that they just crave some of those activities. And 
when everybody does it, and we do make it voluntary…you don’t have to close 
your eyes, you can just sit in your chair you can do what you need to do. 
(Courtney, Interview, April 5, 2017) 
Describing the use of mindfulness practices in the district’s high school, Courtney 
noted that there’s a “real mix” of interest in mindfulness among staff, but adds, “some 
wonderful mindful activities are going on” (Courtney, Interview, April 5, 2017). For 
example, Courtney explained that, during her classroom observations, some teachers 
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consistently begin their class with a mindful moment26. Again, buy-in from high school 
staff is about “individual comfort,” but there are many teachers “trying it on.” Courtney 
shared that a group of high school teachers, who participated in the training course the 
prior year, had formed their own informal group focused on mindfulness. According to 
Courtney, the greatest obstacle to adoption of mindfulness practices is stigma: “It feels 
uncomfortable to people sometimes…it feels a little stiff.” Courtney contends that when 
one practices mindfulness more regularly in his or her personal life, some of that stiffness 
and stigma appears to dissipate. Courtney also noted that buy-in among teachers in the 
upper grades often occurs via word-of-mouth; when teachers hear students speaking 
highly of a particular class and the use of mindfulness practices, they become curious 
about the techniques being used.  
Carolyn, the district wellness coordinator, noted that the mindfulness committee is 
focused on continually trying to “grow” the middle and high school programs, praising 
the fact that the initiatives have largely been student-led: “We want to support them 
[students] and make sure they’re comfortable leading the work, so it’s important to offer 
them training and knowledge” (Carolyn, Interview, October 6, 2017). Carolyn adds,  
I’ve watched a group of teenagers up there [at the high school]…they put together 
mindfulness week during finals week last year and they had the mindful 
movement instructor…she came over and worked with teenagers to give them 
some strategies for addressing their stress that week. It was really pretty 
                                               
26 A “mindful moment” can be as simple as instructing students to take a few deep breaths.  
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remarkable. And they had a staff advisor who helped them pull that together. 
(Carolyn, Interview, October 6, 2017) 
Although they do not teach at the high school, some elementary school staff members 
also had feedback to share with regard to the high school program. Janet, a grade 1-3 
teacher, observed:  
I think that, at the end of the day, if you think that you want to have an initiative 
that’s going to be all-encompassing, it is going to include everyone in your school 
system so that it becomes this universal experience for students. The place that I 
felt like we really hit that wall, and I don’t mean to like be stereotypical about it, 
but you get to the high school and you’ve got this group, “Oh, yea [sarcasm], I’m 
gonna [sic] do this touchy-feely mindfulness”…rolling their eyes. I hate to say 
[it], cause there are some wonderful practitioners at the high school…Ironically, I 
think what brought it to greater fruition at the high school was students getting 
involved and creating their own groups and going out and doing meditative 
practice with other groups of students…there was some really good stuff that 
happened on that level. (Janet, Interview, February 2, 2017)  
Lydia, a K-5 wellness professional and member of the mindfulness committee, admitted 
that she was unsure of the status of mindfulness practice at the high school, but observed 
that, as students who organize mindfulness initiatives graduate, it could potentially pose a 
challenge in terms of maintaining program leadership (similar to concerns regarding staff 
turnover):  
I know they’ve gone the route of trying to get high school kids to run mindfulness 
 
 
 
208 
clubs   and whatnot after school, and I think that works if there’s a high school kid 
that’s around and able to do that. Once they graduate, there’s the potential to 
fizzle that club out…but I think that’s a way to try to get the high school kids 
involved. (Lydia, Interview, February 2, 2017) 
Christine, grade K-2 teacher, described how her colleagues at the high school shared that 
“their students are really appreciative when they give them [a mindfulness practice] 
before an exam to just center themselves” (Christine, Interview, February 2, 2017). While 
this feedback is promising, engaging staff and students from the middle and high schools 
remains a significant challenge for the Jackson school district.  
Student Challenges  
 Staff in the Jackson school district are not the only members of the school 
community who face challenges related to mindfulness practice. As we’ve seen, in 
general, younger students tend to be open to mindfulness activities and exercises, though 
some students aren’t as comfortable: “Some of the kids are like, ‘I’m not doing this, 
that’s stupid’” (Courtney, Interview, April 5, 2017). Courtney, a K-12 wellness 
professional, also states that children are aware of which mindfulness exercises “work for 
them”; likewise, some students also speak up about which practices do not resonate with 
them: “It’s a hard sell with the kids, too…‘I like that song. I don’t like that music’” 
(Courtney, Interview, April 5, 2017).  
While the emergent literature on mindfulness interventions with youth presents 
generally positive findings, one of the rarely discussed concerns is the potential for 
unintended negative consequences (iatrogenic effects), particularly when mindfulness is 
 
 
 
209 
employed with sensitive populations, such as children living with mental illness or 
trauma survivors. Sometimes, while sitting quietly (as is typical for many mindfulness 
breathing exercises), unpleasant thoughts, memories, or sensations may arise. As Rachel, 
a grade 1-3 teacher, notes, “It just seems like kids are coming to school with more and 
more anxiety…issues and trauma in their lives” (Rachel, Interview, February 2, 2017). 
Jack, a district administrator revealed, “I think that quiet place is hard for them” (Jack, 
Interview, February 2, 2017). Cindy, a grade 1-3 teacher, described the heightened 
anxiety in her classroom: “I find that quiet mindful practices create more anxiety right 
now for them…a quiet space in their heads is uncomfortable” (Cindy, Interview, 
February 3, 2017). Cindy explained how she was adapting her use of mindfulness 
exercises that year, spending less time quietly breathing and more time discussing 
“building positive neurological pathways” (Cindy, Interview, February 3, 2017). 
According to Gary, a grade 1-3 teacher, “Many children are so filled with all different 
types of emotions that, for them, playing quiet or being quiet is something that they 
haven’t experienced…or it relates to a maybe a not-so-pleasant experience” (Gary, 
Interview, February 2, 2017). Patricia, a grade K-2 teacher, described her discomfort 
participating in silent mindfulness practices:  
I just felt like, we’re closing our eyes, it’s so quiet in here…it just felt so awkward 
and uncomfortable for me that I just thought about my students and thought, “This 
is crazy. Why am I making them [the students] do it when I don’t even feel 
comfortable doing this?” It just feels so silly…yet the more I got into it, the more 
I was like “Oh, this is good for kids, but still wasn’t good for me.” (Patricia, 
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Interview, February 2, 2017)  
Patricia also noticed the discomfort that her own children experienced when they were 
practicing mindfulness at home: “Seeing them [my children] doing it [mindfulness] and 
trying to get my son to relax and calm down…he’s like, ‘I don’t like all those breathing 
things…it is just so weird and it is too calm and it is too quiet’” (Patricia, Interview, 
February 2, 2017). Though the majority of Jackson staff and students who are practicing 
mindfulness do not appear to experience difficulty with quiet exercises, staff are sensitive 
to the fact that it may be very challenging for some students, therefore requiring staff to 
make adjustments to the exercises used in the classroom.   
Sustaining Engagement 
 Implementing a mindfulness program is a significant undertaking, and it also 
requires tremendous effort to sustain a district-wide mindfulness program, particularly for 
a ten-year period, as is the case in Jackson. With regard to sustaining engagement over 
time, several topics emerged as being the most pressing: turnover, funding, 
communication and collaboration (both within and across districts), as well as general 
feedback and suggestions for “keeping it fresh.”  
Turnover  
Eventually, administrators, teachers, and guidance counselors leave school 
districts. In Jackson, turnover was discussed in terms of some of the “original 
champions” facing retirement. Morgan, a mindfulness committee member shared, that, 
over the course of the next two to five years, the Jackson school district expects 
significant turnover, particularly in terms of people who are heavily involved with the 
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mindfulness initiative, including members of the mindfulness committee. When asked 
whether or not she was concerned about some of the “champions” retiring, Morgan 
commented that she did, indeed, worry about that change:  
We’ve been the drivers; it is always front burner for us. And as I’m replaced, will 
the course still be available? I would hope if I have any input into hiring a new 
person, that would be one of the characteristics or qualifications of someone that 
takes this job – that they have knowledge [of] and investment in this work…I 
want to make sure that we have the structure and the commitment of the district to 
keep this work going without us…How do we keep offering this and making sure 
it is really important as new people come on? (Morgan, Interview, February 2, 
2017)  
Courtney, another mindfulness committee member, spoke about bringing in “new young 
people that want to continue on and carry this message forward…we have to make sure 
that there are people who understand the history and the trajectory [of the mindfulness 
program].”  
When asked about who might replace the retiring members of the mindfulness 
committee, Morgan explained why it was unlikely that teachers were going to be able to 
take on the responsibility, primarily for logistical reasons. Morgan noted that teachers, 
due to their schedules, cannot attend committee meetings in the middle of the day, adding 
that there were already numerous committees in place that were scheduled to meet after 
school. Morgan explained that the mindfulness committee was fortunate to meet even one 
hour per month to discuss the program (Morgan, Interview, October 2, 2017). Although 
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there is concern about turnover and future program leadership, staff in the Jackson school 
district are hopeful that educators will be drawn to the district’s mindfulness program, 
encouraging potential employees to apply for jobs in the district. Two staff members 
shared that they sought employment in the Jackson school district because of the 
mindfulness initiative. One teacher noted that, after an extended period of absence from 
teaching, she chose to return to Jackson, in part, because of the mindfulness work that 
was being done in the district (Christine, Interview, February 2, 2017). Another staff 
member mentioned that when she retires, she hopes to continue to be able assist the 
district with their mindfulness initiative as a volunteer (Jessica, Interview, February 3, 
2017). 
Funding  
Funding typically plays a significant role in terms of implementing and sustaining 
a mindfulness initiative, and the Jackson school district has been fortunate to have ample 
external funding, until very recently when certain grants expired: “This year’s our first 
year without external funding. That’s a wish and a dream for me, to be able to keep that. I 
think that’s essential. If we didn’t have administrative support to knit this together, it 
wouldn’t be happening” (Morgan, Interview, October 2, 2017). As mentioned in the 
description of how the Jackson school district prepared for program implementation, the 
district was able to secure a considerable amount of external funding. One of the costliest 
aspects of the program have been the staff retreats that are part of the mindfulness course, 
which used to take place at a nearby inn. Over time, the cost of hosting retreats in the 
“luxurious” environment became prohibitive; the retreats are now held at one of the 
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schools. Lydia, a member of the mindfulness committee, explained that the location 
change has been a challenge: “We’re not going to the inn to have a weekend retreat with 
food and the pool and yoga and massage. We’re now having that in the middle school 
library” (Lydia, Interview, February 2, 2017). One has to consider whether the retreats 
were essential to the development of mindfulness skills, or if it was the message the 
district was sending in the sense that “you’re worth the money – we’re investing in you” 
– or some combination of the two. It is also possible that the retreats simply enhanced 
relaxation and temporarily reduced stress, rather than imparting lasting mindfulness 
techniques. According to Natalia, a grade K-2 teacher, the retreats were somewhat 
excessive and did not address her primary motivation, which was to acquire skills:   
You were on just such a high that this could be possible…I mean, it was just 
unbelievable. It was too much practice of our own…we couldn’t talk for a few 
days and people were like “Not what I need – what I need is to talk to colleagues 
and to have them tell me the great things they’re doing”…Although pockets of it 
were fabulous…It was a little too over the top…what we really crave is “what are 
the new books?” (Natalia, Interview, February 2, 2017) 
Regardless of one’s view of the retreats, it is important to recognize that funding, for any 
component of a mindfulness program, may need to be acquired from external 
contributors. Further, that funding is typically finite, so a plan must be put in place to 
determine how to finance a program over time.   
“Keeping it Fresh”  
 With myriad demands facing school administrators and educators, it can be 
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challenging to stay informed about the latest mindfulness research, tools, and trends. 
Both the Jackson school district (namely, the mindfulness committee) and staff (teachers 
and wellness professionals) have ways of staying engaged with the mindfulness initiative; 
the dedication of the committee and staff helps to keep the program alive: “People are 
passionate about this…they’re making it a priority” (Lydia, Interview, February 2, 2017). 
Christine, a grade K-2 teacher, referenced the support of the district superintendent as 
being continually motivating: “I think it is a source of pride for the district that they have 
been so earnest and thorough and ongoing about it…People actually feeling positive 
towards it [mindfulness] is probably the biggest motivator” (Christine, Interview, 
February 2, 2017).  Rachel, a grade 1-3 teacher, stressed the importance of her own 
efforts to stay engaged with updated practices: “I think I’m getting what I get because 
I’m choosing to. I don’t think it’s because the district is pushing it…I do it because it is 
good for me personally” (Rachel, Interview, February 3, 2017).  Megan, a grade K-2 
teacher, explained that mindfulness seems to be “everywhere,” so she finds that it is easy 
for her to identify new and interesting sources of inspiration: “Once you really get into 
it…everywhere you look, it’s there. You just gravitate towards it, I think, once you’re in 
it, you know? Your attention is there again. Your attention is really there” (Megan, 
Interview, February 3, 2017). Sometimes, motivation to continue engaging in the 
mindfulness initiative is a result of the knowledge of how effective the mindfulness 
practices are for staff and students. Lydia, a K-5 wellness professional and mindfulness 
committee member, spoke of the importance of continuing to garner support for the 
program by sharing success stories: “There are just small little ways that we can keep 
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plugging and keep plugging and keep plugging it” (Lydia, Interview, February 2, 2017).  
Participants had several suggestions in terms of how enthusiasm for the 
mindfulness initiative might be sustained over time. Getting re-trained in mindfulness is 
one way for participants to remain engaged; some staff choose to take the mindfulness 
courses multiple times. With the recent addition of the Level 2 course, participation is 
likely to increase. One participant shared that repeated participation in the course helped 
her to be “recharged again, personally and professionally,” in addition to enabling her 
reconnect with her colleagues (Jessica, Interview, February 3, 2017). Cindy, a grade 1-3 
teacher, described the importance of constantly staying up-to-date by taking advantage of 
training opportunities:  
I hope that we don’t get to a juncture where it’s, “Okay, I’ve already done 
mindfulness and I’m done.” I think it needs to be a revolving door of professional 
development, like, I’m up for a mindfulness class…it’s been three years. I need 
that in the cycle. (Cindy, Interview, February 3, 2017)  
According to Natalia, a grade K-2 teacher, one way to keep the mindfulness program 
fresh and interesting is to individualize training so it is relevant to different people with 
varying interests and learning styles. Natalia shared that the mindfulness committee was 
making a concerted effort to engage incoming staff, and suggested that more seasoned 
staff may need new and different approaches to training: “There’s effort for them [the 
mindfulness committee] to keep training new people.” Natalia feels that, as a result, the 
“veterans” may be getting lost in the shuffle, potentially due to the fact that staff who 
have been involved in the program for several years may need to be engaged in novel 
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ways, de-emphasizing the importance of group training and retreats:   
I’ll just be honest…Signing up and going after school to go breathe with a bunch 
of teachers…My excitement about it looks different. How can we keep the 
veteran people excited and up-to-date, [for example], if there are new materials? 
Is that a one-day workshop? It is a lot to miss school or sometimes go away for a 
weekend retreat. (Natalia, Interview, February 2, 2017) 
Despite her difficulty staying engaged with the mindfulness initiative, Natalia is hopeful 
that new knowledge can be harnessed to create a fresh experience: “There’s so much 
more to learn. That’s what’s exciting about it. That’s why I want to stay connected to the 
new” (Natalia, Interview, February 2, 2017). Natalia goes on to share that she feels it is 
promising that the mindfulness program is expanding to include other school departments 
(e.g., facilities, the business office): “There’s certainly evidence that they’re [the 
mindfulness committee] trying to keep everyone informed. But that’s the key to 
sustaining it. To keep it exciting but not so ‘the same’ for everyone” (Natalia, Interview, 
February 2, 2017).   
Rebecca, a grade K-2 teacher, suggested integrating mindfulness training into 
various school committee meetings, leveraging existing school and district efforts as 
opportunities to practice and learn about mindfulness. Similarly, Rachel, a grade 1-3 
teacher, proposed that staff discuss mindfulness more frequently at meetings focused on 
professional development, suggesting that teachers could share the new and interesting 
ways they’re using mindfulness in the classroom with their colleagues, drumming up 
enthusiasm through communication (Rachel, Interview, February 3, 2017). Another 
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participant mentioned that a more informal group (not solely the mindfulness committee) 
should convene on a monthly basis to “talk about the practice” (Janet, Interview, 
February 2, 2017). It was also suggested that smaller groups of teachers might want to 
gather together to discuss mindfulness: “Sometimes you can make little focus groups, 
like one day a month or something, and that’s helpful… And sometimes you can even get 
together and kind of brainstorm what you want those focus groups to be [about]” (Megan, 
Interview, February 3, 2017). In addition to organizing smaller groups of staff members 
to discuss mindfulness, Katie, a grade 1-3 teacher, also felt that breaking students into 
smaller groups could be helpful when practicing mindfulness; the larger classroom 
environment is not always conducive to engaging in certain practices: “Sometimes I feel 
like smaller groups would be so much more beneficial in the class…a small group versus 
[the] whole class because…I’ve had to stop doing whole class some years because it just 
didn’t work” (Katie, Interview, February 2, 2017). Lastly, Jessica, a grade 3-5 teacher, 
described the importance of having staff share resources with their colleagues. 
Additionally, if a staff member assumes the role of a mentor, Jessica feels that those 
efforts should be rewarded; she suggested that recognition for assuming informal 
leadership roles may also help foster motivation:  
Reinforce the teachers – financially would be great, but just reinforce them with 
thanks for spreading the good word…verbal prompting, any kind of social 
praise…We get recognized for being math or reading gurus, we have national 
spelling bees, but, “Ah…she does mindfulness.” (Jessica, Interview, February 3, 
2017)  
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In summary, in addition to elevating the importance of informal school mindfulness 
leaders, participants reported that it is possible to keep the mindfulness program “fresh” 
by being inspired by other people’s passion, using self-reliance and determination to seek 
out new information, taking advantage of opportunities to be trained and re-trained, 
individualizing training for different staff populations, integrating mindfulness practices 
into existing meetings, fostering communication, and forming staff focus groups. 
Communication and Collaboration  
 
As with most interventions, communication and collaboration are critical 
elements of program success. In the case of the Jackson school district, communication 
and collaboration occurs within the district and also with other districts, playing a role in 
the sustainability of the mindfulness program. One way that participants remain up-to-
date about mindfulness is by seeking out new information, primarily by visiting websites 
for organizations dedicated to mindfulness or tools dedicated to mindfulness.  
A few staff members pointed out that wellness professionals, in particular, had 
taken the reins in terms of disseminating information about mindfulness: “Our guidance 
counselors are always infusing it in their work” (Christine, Interview, February 2, 2017). 
Christine, a grade K-2 teacher, noted that her school’s guidance counselor emails articles 
from the journal Mindful to staff in an effort to keep them engaged. Morgan, a K-5 
wellness professional and member of the mindfulness committee, shared that it was her 
third year sending staff what she refers to as the “Three M’s”:   
We have three ideas that are very quick…just a shot in the arm, here are three 
ideas…it is always a breath, a focus, and a move. In our first year we did it every 
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month and it was just too much, but now we’re doing it every other month. 
You’ve got that reminder and that joyous spark of “Oh yea, this is what we’re 
doing!” (Morgan, Interview, February 3, 2017) 
The following is an example of one of the “Three M’s” that was distributed to Jackson 
staff:   
Figure Eight Infinity (Breath)  
1. Students sit in an upright position with their feet on the floor.  
2. Demonstrate using the index finger to draw a figure eight shape on the 
desk/table, inviting students to track these movements with their eyes.  
3. Remind them to breathe in and out slowly as they make the shape, sensing the 
surface below their finger, inhaling while they move up in the figure eight and 
exhaling while moving down.  
4. After a few times, invite them to try doing this with their eyes closed.  
5. Then, invite students to try with their non-dominant hand, continuing to breathe 
in a slow, steady pattern.  
6. Ask students to open their eyes and note how they feel.  
Pass the Cup (Focus) 
1. Students sit in a circle with everyone facing in.  
2. Fill a plastic cup halfway with water and invite students to pass the cup to the 
person to their left without spilling.  
3. Ask the class to listen to sounds of the classroom and focus on the sensations of 
passing the cup when it is their turn.  
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4. Do this for the entire circle, and then change directions.  
5. As a challenge, have students try this activity again with their eyes closed.  
6. Discuss how they felt during the activity and what similarities and differences 
they noticed.  
Drumming Feelings (Movement)  
1. Students, sitting in a circle, identify feeling words which can be charted for 
easy visual reference if needed.  
2. Using a small drum, hands to clap, or feet to stomp, students take turns creating 
a short rhythm to communicate a feeling of their choosing.  
3. After a student demonstrates the rhythm, everyone repeats it together.  
4. Students share which feelings were easiest/hardest to express.  
Though sharing updated information about mindfulness with staff can be beneficial, 
Lydia, a K-5 wellness professional and member of the mindfulness committee, spoke of 
the enthusiasm and dedication that underlies her desire to communicate with her 
colleagues: “Her [another staff member’s] passion of just providing information for 
people is a way to do it [sustain engagement]. That’s trying to sustain it. I think people 
who are in it as deep as I am, in particular…we’re just not going to let it go” (Lydia, 
Interview, February 2, 2017).  
 When asked about whether or not, or to what extent, teachers are communicating 
with one another, the consensus was that they do attempt to share important insights, but 
find themselves communicating about mindfulness more regularly when they are enrolled 
in the mindfulness course: “I don’t think we formally have a way of doing it 
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[communicating about mindfulness] unless there’s a group of people taking that 
mindfulness class” (Rebecca, Interview, February 2, 2017). Jessica, a grade 3-5 teacher, 
agreed: “I don’t think we talk with each other very much. When the course is happening 
and we have to hand in a paper, then we all talk. But we share ideas of ‘Oh, here’s a 
really cool new morning greeting’” (Jessica, Interview, February 3, 2017). There was a 
sense, however, that more tightly-knit teaching teams may communicate with more 
frequency. When I asked Amelia, a grade K-2 teacher, about whether or not there is 
communication among teachers, she replied:  
Probably within teams. There are three teachers [in my grade] so the three of us 
will communicate about it. But there’s not a whole lot going on…like cross-grade 
level discussions or anything. We will do a mindful practice at our staff meetings 
a lot of times but we haven’t really had a lot of time to talk across grade levels 
about how it is going. (Amelia, Interview, February 2, 2017)  
Megan, a grade K-2 teacher, mentioned that one has to make time to engage in 
conversations about mindfulness: “So it is probably people that you’re close to, see a lot 
in your day…there’s actually not a lot of time in your day. If you’re with people that you 
actually work closely with, sometimes you talk about things…you kind of have to make 
the time” (Megan, Interview, February 2, 2017). Christine, another K-2 teacher, 
explained that her decision to interact with her colleagues about mindfulness was likely 
due to her own deep interest: “I tend to talk about it a lot because it is important to me, so 
I do tend to share it with my colleagues…I’m like, ‘Oh you guys you have to check out 
this thing that I found online.’ I tend to share…but informally and probably sporadically” 
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(Christine, Interview, February 2, 2017). Patricia, a grade K-2 teacher, explained that she 
didn’t feel that there were enough opportunities to connect with colleagues to discuss 
mindfulness, though she recognizes the importance of making time: “There really isn’t 
[time to chat with other teachers about the work]. And all the assessments we need to do 
and the core academics that we need to talk about, [it] takes precedent over 
[mindfulness], which is crazy” (Patricia, Interview, February 2, 2017). 
In addition to fostering internal communication, one aspect of sustaining program 
engagement is learning from, and collaborating with, other school districts. Natalia, also a 
grade K-2 teacher, notes that she is not only talking more openly with her colleagues 
about mindfulness, she also confers with friends who work outside of the district who are 
also engaging in mindfulness efforts (Natalia, Interview, February 2, 2017). Lydia, a K-5 
wellness professional and member of the mindfulness committee, described how staff in 
the Jackson school district research how other districts are implementing mindfulness 
practices: “We do research about what other districts are doing in the country and talk 
about what ideas we can take and build from. We talk about how to get this work in our 
buildings more regularly than it is” (Lydia, Interview, February 2, 2017).  
Morgan, a mindfulness committee member and original program “champion,” 
went as far as to suggest that the Jackson school district had accountability in terms of 
sharing their “lessons learned”: “We’re spending way too much energy, effort, time [on 
the mindfulness initiative]. You have a responsibility and an obligation [to share your 
work]” (Morgan, Interview, February 3, 2017). Janet, a grade 1-3 teacher, discussed her 
collaboration with another Jackson staff member: “We’ve actually done some workshops 
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on mindfulness for teachers around the state and through the state teachers 
organization…we’ve gone to conferences” (Janet, Interview, February 2, 2017). Morgan 
also shared that certain Jackson staff actually conducted outreach upon retiring from the 
district:  
That has been huge and some of our best folks, the first few years after they 
retired, went on the road to spread the good word, because they had the time and 
the expertise and it has been phenomenal. People have offered courses and 
workshops all over the state and even in other states. (Morgan, Interview, 
February 3, 2017)  
Staff in the Jackson school district are disseminating and sharing information, 
learning from and speaking with staff from other districts, and contributing their “lessons 
learned” to districts across the country. In addition to these strategies, it is also important 
to consider the communication and collaboration that occurs between Jackson staff, 
students, and their families. As described in Chapter 1, there is an ongoing dialogue about 
what a K-12 education should provide. The concept of educating the “whole child” is not 
new, yet there’s still confusion as to exactly what role a teacher should play in a student’s 
life and how they are supposed to integrate social-emotional interventions with high-
stakes academic requirements. One way to encourage the healthy development is students 
is by forming close bonds between school staff and parents. Relationships between 
schools and families are critical. When schools and families can work together as a team, 
children have enhanced opportunities for achieving success. Courtney, a K-12 wellness 
professional, spoke about her teamwork approach to helping teachers, parents, and 
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students: “Through good collaboration, I say, ‘Let’s try; we don’t have anything to lose 
by trying.’ This activity…might not be the match, but let’s start somewhere and then you 
engage the kids” (Courtney, Interview, April 5, 2017).  
Teachers shared positive feedback that they’ve received from parents. The 
positivity ran the gamut from “I think a lot of parents are happy that it is [mindfulness] 
happening” (Katie, Interview, February 2, 2017) to “Oh my gosh! I want to quit my job 
and just come to school again…this is so relaxing” (Jessica, Interview, February 3, 2017). 
Jessica, a grade 3-5 teacher, shared that the positive feedback she receives from parents 
“reinforces” her dedication to bringing mindfulness to her students (Jessica, Interview, 
February 3, 2017).  
As mentioned in Chapter 5, some students are bringing their mindfulness 
practices (e.g., peace places) home with them: “When kids bring it [mindfulness] home 
and try something [with] their parents…that is powerful. That’s powerful…It is powerful 
when kids can go home and talk about their brain and their parents hear them” (Natalia, 
Interview, February 2, 2017). Natalia, a grade K-2 teacher, also remarked that children 
are finding effective ways to communicate with their parents about what is going on 
inside of their minds. For example, according to Natalia, students might explain to their 
parents that they “can’t do their best thinking when they are feeling a certain way” 
(Natalia, Interview, February 2, 2017). Courtney, a K-12 wellness professional, remarked 
that the feedback she has received from parents has been consistently positive, which, she 
speculates, may be due, in part, to her communication style:  
I do communicate with a weekly newsletter [and] every once in a while, I’ll 
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feature something about mindfulness or I’ll talk about it at the beginning of the 
year…talk about our peace place and what it is and how it is used and maybe 
suggest that they [students] can do that at home. (Courtney, Interview, April 5, 
2017)  
Christine, a grade K-2 teacher, referred to herself as an “over-communicator,” sending 
newsletters home to parents and sharing her blog with parents (who are encouraged to 
comment on her posts): “They say that they’re hearing their kids talk about it at home or 
they’re seeing their kids use it at home, or they’re seeing their kids try it on their younger 
siblings, which, I think, is a riot because they’re all of five [years old], right?” (Christine, 
Interview, February 2, 2017).  
Although participants were generally positive about the experiences and 
interactions they’ve had with parents and families, Amelia, a grade K-2 teacher, noted 
that it is critical to get families “on board,” describing that she sees “a lot of parents that 
are struggling with their kids…in general, and not knowing what to do” (Amelia, 
Interview, February 2, 2017).  
We try to…especially early on in the year as I’m introducing practices to my 
class, I’m sending something home: “Here’s what we’re doing, here’s how you 
can make it work at home.” I have some parents who have set up a peace corner 
in their home after hearing how it is working in the classroom…If they have those 
resources and those skills available to them when they’re here at school but 
they’re going home to chaos, then it doesn’t really help. (Amelia, Interview, 
February 2, 2017) 
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The staff in the Jackson school district consistently communicate with parents about the 
mindfulness program (among other goals and initiatives). Based on the participants’ 
feedback, parents in the Jackson community report being pleased with the mindfulness 
practices that are occurring; this collaborative support is an essential component of a 
successful mindfulness program.   
Mindfulness in Jackson: Moving Forward 
Most of the information about the Jackson school district’s plans for future 
development of the mindfulness program was provided by Carolyn, the district’s wellness 
coordinator, who is largely responsible for overseeing the initiative. When outlining next 
steps, Carolyn shared that the mindfulness committee typically focuses on setting 1-3 
goals to tackle in a given time period (though she mentions several current areas of 
focus). Presently, the committee is working to “grow our middle and high school 
program and have it be student-led,” in addition to “putting structures in place” to prepare 
for the retirement of program champions (Carolyn, Interview, October 6, 2017). Further, 
one of the committee’s more specific and pressing challenges is trying to determine the 
logistics for bringing mindfulness training to the district’s custodial staff. The primary 
issue with regard to scheduling training for this particular group is the timing of custodial 
staff shifts, in addition to the fact that custodial staff are distributed across the five 
schools, in five different locations (as opposed to the transportation staff, who are 
periodically scheduled to all be gathered together as part of their existing schedule 
structure). Carolyn shared that the inherent difficulty scheduling mindfulness instruction 
“isn’t a great excuse…it feels uncomfortable to me…everybody wants to make sure 
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we’re being inclusive” (Carolyn, Interview, October 6, 2017).  
 Another area of focus for Carolyn, in particular, is the development of a district-
wide “Healthy Schools Calendar” that would “become an intranet for staff so they have 
access to a lot of helpful information with a single click…so that staff would know [when 
and] where there’s an opportunity to just honor their wellbeing” (Carolyn, Interview, 
October 6, 2017). All staff, not just teachers, would have an easy way of knowing about 
the various initiatives or workshops that are happening across the district. Another goal of 
the events and the calendar is to provide a more coherent experience across schools in an 
effort to: 
…bring them [staff] a little more clearly under one umbrella so they know that 
they’re included and it is not quite so building-based…Some buildings might be 
doing tons of special things…you might just have a really inspired staff member 
who happens to teach in that building…another school might not have it…the 
idea is to make it more consistent for all buildings. (Carolyn, October 6, 2017)  
In addition to enabling a more cohesive experience for staff, Carolyn also explained that 
the various events would be designed to be opportunities to foster connections between 
staff members: “Come after school…do a little mindful movement stretching and connect 
about how you’re using mindfulness in your classroom. I think we have to keep offering 
those easy-to-access connections so that people don’t feel lonely doing the work” 
(Carolyn, October 6, 2017). Currently, Carolyn and the other members of the mindfulness 
committee are piloting a drop-in “mindful movement” gathering every Friday morning 
from 6:15-7:15 am, asking staff to pay a “small fee” to participate. The sessions are being 
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held at the elementary school which is located further from the other four schools that are 
clustered together. (The location of these events was deliberately chosen to be 
“respectful” of staff at that particular school who are often asked to travel to one of the 
other schools for various meetings and programs.)  
Among the mindfulness committee’s other ongoing goals is to continually 
improve and expand opportunities for professional development. Carolyn, and the 
committee, are dedicated to improving the quality of the instruction of the training 
course, working to ensure that Level 1 and 2 instructors are “really dynamic…because 
our staff has high expectations of professional development…they’re kind of off the 
charts” (Carolyn, Interview, October 6, 2017). Providing high quality instruction is 
essential for first-time participants, but making the training dynamic and engaging is also 
an effort to entice staff to continue to enroll in the course(s) over time so they remain 
enthusiastic about mindfulness. Carolyn also addressed professional development in 
terms of recognizing the effort of staff who are true leaders of the mindfulness work by 
creating opportunities for them to expand their influence, similar to how subject-area 
experts are currently positioned in the schools:   
It takes a lot of courage…to bring learning back to the classroom…We have great 
roles in our district – we have math coaches and literacy coaches who help staff 
feel empowered to bring new learning that they’re experiencing through 
professional development directly into their classroom…That’s one of the roles of 
those positions, so how can we do that kind of thing with something like the 
mindfulness work? We [the committee] talk about it every year…To be honest 
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with you, I remember these conversations when I sat on the committee as a parent 
years ago, so it is kind of an ongoing challenge. (Carolyn, Interview, October 6, 
2017)  
Another challenge that Carolyn became aware of over the course of our interview 
was that teachers were focusing heavily on the benefits of mindfulness training for 
students, but seemed to feel less like the purpose of the initiative was to foster their own 
wellbeing. Carolyn shared that this disconnect presented an opportunity to deepen her 
own learning around “whether our staff feel that the work has shifted to be more about 
how we address our students’ stress levels and their anxiety; maybe [staff feel that] their 
own stress and anxiety need to be left at the door” (Carolyn, Interview, October 6, 2017). 
Recognizing this challenge as an opportunity epitomizes how Carolyn approaches her 
oversight of the program – always with an open mind, thoughtfully considering the needs 
of all staff and students. Carolyn remarked that she would certainly “revisit” the issue of 
staff wellbeing and explore what messages teachers are getting about how mindfulness 
work can impact their lives: “I can see where we have work to do in reminding staff 
about the self-care piece…so I’ll just stay really humble about that and recognize that’s 
another area where we have work to do” (Carolyn, October 6, 2017).  
An additional observation that Carolyn made during her interview was that the 
district had not been focusing on the assessment or evaluation of the mindfulness 
program. Engaging in a structured evaluation could identify specific areas of the initiative 
that require improvement. Despite the tremendous amount of anecdotal feedback that the 
committee and the administration receive, formal program evaluation only occurred once, 
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in 2011. The 2011 evaluation was conducted by a small team of researchers and explored 
the program’s impact on staff wellbeing in the face of heightened stress and burnout. The 
study states that the program’s mission was to “improve educators’ abilities to cope with 
their demanding jobs through the utilization of contemplative practices in both their 
personal and professional lives27.” The mindfulness course that participants enrolled in 
employed “stress reduction practices” and was concerned with personal health 
promotion, reduction of stress, and strengthening of mindful attentional awareness28.  
As one participant explained, it is likely that the evaluation of the mindfulness 
program has not been taking place due to the assessment-obsessed school culture; 
attempting to assess the mindfulness program in a structured way could be perceived by 
staff as being counter to its intent of helping staff step away from the pressures of 
assessment. Carolyn expressed interest in possibly formalizing some sort of evaluation in 
the future: “Talking to you makes me think we really should start to do that kind of thing 
[assessment]. Right now, we just have anecdotal evidence” (Carolyn, Interview, October 
6, 2017). It is clear that Jackson’s mindfulness committee and other staff are committed 
to making the program an ongoing success, and will undoubtedly continue to strive to 
improve the initiative over time:   
We know our work is not done; we believe in this [mindfulness] strongly enough, 
that this needs to be available to every staff member who works in our district, so 
                                               
27 To maintain the anonymity of the district, I am unable to properly cite information from the 
study.  
28 Additional details about the study are included in Chapter 7.  
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that everybody has equal access and opportunity; we believe that it is important. It 
[the program] will continue to evolve. (Courtney, Interview, April 5, 2017) 
Advice for Others 
To gain a sense of what participants believed to be the most successful and 
challenging aspects of the implementation and/or sustainability of the district’s 
mindfulness program, I asked them to share the advice they would provide to districts or 
schools who are considering starting a mindfulness initiative. Pre-implementation 
considerations, such as establishing need, getting buy-in, pacing the rollout, and creating 
group synergy, were among those mentioned. Advice also emerged regarding funding, 
secularity, time management, open-mindedness, modeling mindfulness, and tailoring a 
program to meet a school’s specific needs. Morgan, an original program “champion” who 
spearheaded the mindfulness implementation over a decade ago, offers the following 
insight:  
It is okay to go slowly. It is okay to make sure it [the mindfulness program] 
belongs to you, whatever you’re choosing – that you can really own it and defend 
it and feel great about it. Because then when you’re questioned – as educators, 
we’re questioned all the time – as long as you feel good about what you’re doing 
and know it and can really own it. (Morgan, Interview, February 3, 2017) 
As evidenced by the comments on buy-in in Chapter 5, Jessica, a grade 3-5 teacher, urges 
districts to proceed cautiously: “don’t pressure it” (Jessica, Interview, February 3, 2017).  
In an effort to establish buy-in, Amelia, a grade K-2 teacher, stressed the 
importance of keeping an open mind and having patience when taking on a mindfulness 
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initiative, encouraging teachers that they can make “any of it [mindfulness] work with 
your teaching style and your philosophy and your beliefs, if you just give it time and be 
willing to try it” (Amelia, Interview, February 2, 2017). Additionally, Amelia pointed out 
that, in some cases, more seasoned or veteran teachers can be reluctant to employ new 
techniques in the classroom, which, she contends, is a mistake: “When I get to that point I 
need to not be teaching anymore…When I’m not willing to do new things, I need to be 
done” (Amelia, Interview, February 2, 2017).  
Another way to establish buy-in to is to conduct an initial assessment, 
demonstrating the district’s need for a mindfulness program, explaining why and how 
staff and students would benefit from the effort. Rebecca, a grade K-2 teacher, stressed 
the importance of “getting people on the same page” in terms of the fact that the program 
is “something worth pursuing” (Rebecca, Interview, February 2, 2017). Parker, a 
wellness professional, recommended that schools invite outside experts to come speak in 
their communities, suggesting that the presence of experts will “inspire the staff” early on 
in the implementation process (Parker, Interview, February 2, 2017). Interestingly, one 
participant stated that she wouldn’t consider a strong commitment to mindfulness to be a 
“prerequisite” for beginning to explore mindfulness in schools, suggesting that one does 
not necessarily have to be “all in” in order to explore the potential of a mindfulness 
program (Lynn, Interview, February 3, 2017). 
In addition to establishing buy-in, Parker shared that, in the beginning, it is critical 
to make sure that there is a group of interested people who are committed to working 
together to launch the program; she recommended taking inventory of pre-existing 
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groups or committees within the district that are dedicated to wellness (including drug 
and alcohol prevention efforts) to see what synergies might form around like-minded 
goals. Carolyn, the district’s wellness coordinator, also relayed the importance of making 
a district’s mindfulness initiative a team effort: 
One of the things we always talk about, that we want to share with other schools, 
is to find your core group of supporters – don’t go it alone, right? Make sure you 
have a team of supporters, even if it is just a handful of you, cause that will be 
helpful, cause you’ll need each other. (Carolyn, Interview, October 6, 2017) 
Carolyn also addressed the importance of understanding that there is not a one-size-fits-
all approach to implementing a mindfulness program, explaining how the community 
within which a district is situated can have a tremendous impact on the program:  
I always try to listen to how people’s districts are set up – are they an inclusive K-
12 district with a single school? Are they five different schools with different 
levels, like we are? Are they like, Houston, Texas, with countless numbers of 
schools of all levels throughout the city? (Carolyn, Interview, October 6, 2017)  
In addition to configuration, Carolyn also stressed that the program may look very 
different at the elementary, middle, and high school levels and to be prepared for some 
“bumps in the road,” depending on how staff in the various schools react to the program 
(Carolyn, Interview, October 6, 2017).  
  Another potential challenge that other schools might face, as reported by 
participants, is the issue of staff not having enough time to engage in the mindfulness 
program. Carolyn shared that she would remind other districts “that programs of value 
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take time to develop, so just maybe go into this knowing that this will take you much 
longer than perhaps you may be thinking it does” (Carolyn, Interview, October 6, 2017). 
To assist with time management, Rebecca, a grade K-2 teacher, advises that it would be 
helpful to “build it [mindfulness] into the schedule somehow” (Rebecca, Interview, 
February 2, 2017); this is true for both staff training and time spent practicing 
mindfulness with students. Gary, a grade 1-3 teacher, noted that it is “hard to get started, 
especially if you don’t have resources” (Gary, Interview, February 2, 2017). Despite this, 
Gary advocates for starting a mindfulness program and encourages educators who are 
new to the practice to keep it simple: “You don’t have to have this big giant kit of things 
to do…Define what mindfulness is for you, first…what a peaceful practice is…I think 
that’s probably the best place to start” (Gary, Interview, February 2, 2017). 
In terms of accessing financial resources, Parker, a wellness professional, 
suggests that it is wise to research local community resources that may be able to provide 
funding or support.  Carolyn urges other districts to keep an open mind: “When you have 
a good idea and you’re doing it for the right reasons, just be open to where the funding 
might come from. Don’t discount anything” (Carolyn, Interview, October 6, 2017). With 
that, she says, comes the critical responsibility to remain secular and behave ethically. 
Additionally, if it is a public school system, Carolyn stressed how important it is to 
“remain true to the secularity of the work and make sure that you’re putting that secular 
piece at the forefront, because other districts have lost their programs” (Carolyn, 
Interview, October 6, 2017).  
Acknowledging that there can be a learning curve when implementing a 
 
 
 
235 
mindfulness initiative, Christine, a grade K-2 teacher, encourages the use of frequent 
modeling to help teachers become comfortable with various exercises and techniques:   
I would want them [teachers who are new to mindfulness] to see and watch some 
teachers…who use it as a part of their practice and reflect on that. I think that 
would be the first step. Here’s this teacher who’s putting this in throughout her 
day. What do you notice? What do you see? Does that feel worthwhile? Could 
you see yourself trying that? (Christine, Interview, February 2, 2017)  
Jane, a grade 1-3 teacher, shared that having someone model mindfulness practices is 
very helpful, especially in the beginning (Jane, Interview, April 21, 2017). Patricia, a 
grade K-2 teacher, also pointed out the importance of “seeing it [mindfulness practice] in 
action” (Patricia, Interview, February 2, 2017). Jessica, a grade 3-5 teacher, echoes other 
participants’ recommendations for incorporating modeling, taking it a step further to 
suggest that schools may seek to compensate staff who provide modeling and guidance:  
I’d say provide lots of opportunities in a lot of different ways and model, model, 
model... If a teacher is trying on something new, do it with a buddy. Have a 
partner to do it with…If you had a seasoned partner or a mentor in mindfulness, 
then it is always nice to reinforce, financially, the person that’s taking on a new 
role as a mentor in mindfulness. (Jessica, Interview, February 3, 2017) 
The participants from Jackson indicate that there is much to consider when 
implementing a mindfulness program, and even more to manage once the program is in 
place. Yet, despite many moving parts and complexities, it is clear that participants feel 
that the reward is worth the effort: “Don’t give up. Don’t give up. There might be one 
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day it didn’t work but the next day it does. Or you’re going to reach one [student] and not 
three others” (Katie, Interview, February 2, 2017). Carolyn adds, “It is so, so worth it to 
put in the hard work to make it happen. That’s probably the most important thing – to 
give people that hope that they’re on the right track” (Carolyn, Interview, October 6, 
2017).  
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Chapter VII: Review, Insights, and Recommendations  
The implementation of mindfulness initiatives in schools is a multifaceted process 
that is not yet well understood. The mission and approach of Ivy Child International 
highlights a new way of thinking about the system-wide implementation and 
sustainability of mindfulness programs in communities that need it most. The case of the 
Jackson school district demonstrates that the implementation and sustainability of a 
district-wide mindfulness program is possible, but requires extensive planning, effort, and 
sustained engagement. Based on Durlak and DuPre’s (2008) ecological framework for 
effective implementation, I will highlight how Ivy Child International utilizes the factors 
of implementation when assessing potential school partners, and I will discuss the factors 
surrounding the implementation of the mindfulness initiative in the Jackson school 
district. Then, I will explore the steps that Ivy Child International currently takes, and the 
implementation approach that the Jackson school district took, using Meyers, Durlak, and 
Wandersman’s (2012) Quality Implementation Framework (QIF) as a guide. The review 
will be followed by a discussion of specific insights, remarks on the study’s limitations, 
policy implications, and recommendations for future research.  
Review 
As a review, the ecological framework for effective implementation put forth by 
Durlak and DuPre (2008) focuses on five primary factors (and the sub-factors that 
comprise them): 1) community level factors, 2) provider characteristics, 3) innovation 
characteristics, 4) the prevention delivery system: factors related to organizational 
capacity, and 5) the prevention delivery system: training and technical assistance.  
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Community Level Factors: The Jackson school district and Ivy Child’s 
mindfulness programs are both rooted in prevention research; in other words, the 
organizations are knowledgeable about the empirical research on mindfulness and use 
that knowledge as the foundation of their programs. Additionally, political factors 
contribute to implementation; in Jackson, the decision to allow staff to have autonomy 
and not be mandated to participate in the program were important political decisions 
made by the administration. The next consideration within this factor is funding. The 
Jackson school district was able to secure funds via a number of external grants; Ivy 
Child also seeks outside (primarily donor) investment in order to fund their organization. 
In terms of the final factor, social policy, both case study sites needed to employ new 
procedures and practices within the social frameworks of their organizations in order to 
launch their programs.  
 Provider Characteristics: This factor is focused on establishing need and 
ensuring that the organization understands the benefits of the intervention, in addition to 
promoting a sense of self-efficacy for those who will execute the mindfulness programs. 
Self-efficacy is often bolstered by skill proficiency, which ensures that program providers 
are capable of performing the necessary functions associated with the intervention. In 
Jackson, the need for a mindfulness program and an understanding of its potential 
benefits, were established very early on – as early as 2001 when the original program 
champions became curious about mindfulness. As evidenced by the interviews, Jackson 
staff, in general, had a high degree of self-efficacy, often reporting successes with 
students and in their own lives. As a result of participating in the mindfulness training 
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course, Jackson staff developed the required level of proficiency to implement the 
mindfulness program (e.g., spending a year enrolled in a mindfulness course). For Ivy 
Child, the need for their program within urban and multicultural communities is evident 
in their mission and vision statements. Ivy Child leadership, including Rose, are all 
highly skilled in mindfulness program delivery and feel confident about their ability to 
create and support successful programs.  
Innovation Characteristics: Adaptability and compatibility are the two sub-factors 
that comprise innovation characteristics. In Jackson, though the initial implementation 
was based on a mindfulness program model that their partnering researcher created, the 
program has always had a high degree of adaptability. There is variation between staff in 
terms of the tools and techniques they employ and the styles in which they teach 
mindfulness to students (e.g., a proactive versus reactive approach). In terms of 
compatibility, Jackson’s mindfulness program has always been situated within the 
Jackson school district’s existing mission and focus on staff and student wellbeing. Ivy 
Child’s approach is built around the concept that customization is a necessary ingredient 
for success depending on school district demographics, needs, and capabilities to deliver 
the program. In addition to valuing customization, Ivy Child will only work with school 
districts that have support from high-level administrators; it is central to Ivy Child’s work 
that their programming is appropriate for each individual district based on the district’s 
priorities and existing practices.  
The Prevention Delivery System: Factors Related to Organizational Capacity: 
This factor encompasses essential, overarching qualities related to the implementation. 
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The Jackson school district had an established innovative culture at the time of the 
implementation, and Ivy Child will only work with school districts that are open to 
innovative practices. For both organizations, effective leadership is central to the 
implementation process. Rose and several participants from Jackson spoke about the 
positive influence of program champions. In Jackson, the creation of the multi-school 
mindfulness committee is just one example of how shared decision-making and 
nonhierarchical relationships fostered the implementation of the mindfulness program. 
Based on the interviews, it is clear that staff feel a sense of trust, engage in open 
communication, and share the responsibility for various tasks.  
The Prevention Delivery System: Training and Technical Assistance: The final 
factor was clearly present in the interviews with Jackson school district staff. First, they 
provided pre-implementation training and established “coaches” to help support the 
training of subsequent staff. As Durlak and DuPre (2008) state, training is not simply 
about acquiring skills; it also involves managing expectations, motivations, and self-
efficacy. The training that the Jackson school district staff received included active 
learning (i.e., they practiced mindfulness themselves before bringing exercises into their 
classrooms), and they also encouraged peer modeling. One area that is lacking within this 
factor, however, is the availability of performance feedback. Though one teacher 
mentioned that her supervisor specifically asked to conduct a classroom observation 
when she planned to employ a mindfulness exercise, there does not appear to be 
evaluative feedback occurring. In terms of technical assistance, Jackson staff were 
provided with the resources they needed to be successful, including investing in staff 
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training and re-training, and providing tools and materials to use with students in the 
classroom. Planning for staff turnover also falls within this factor, which, as we’ve seen, 
is something that Jackson is currently grappling with; the mindfulness committee may not 
have considered the potential impact of turnover during the program’s implementation 
planning phase over a decade ago.  
Meyers, Durlak, and Wandersman’s (2012) Quality Implementation Framework 
(QIF) organizes the process of implementation into four phases: 1) initial considerations 
regarding the host setting, 2) creating a structure for implementation, 3) ongoing structure 
and implementation begins, and 4) improving future applications. Chapter 2 provides 
extensive detail about the various questions that organizations must ask themselves in 
relation to each of the four phases throughout the implementation process. Due to the fact 
that there is significant overlap between the questions associated with the QIF (e.g., why 
are we doing this? Does it “fit” in the community? Should it be modified? Have we 
anticipated problems?), I have chosen to focus this part of the discussion on areas that 
could use development, particularly within the Jackson school district.  
The phase that is currently underdeveloped in the Jackson school district is 
ongoing structure. This category includes one question and one statement, each pointing 
to the fact that ongoing (or at least periodic) evaluation of a program is necessary to 
ensure successful implementation (Myers, Durlak, & Wandersman, 2012). Though the 
Jackson school district has done a thorough job of anticipating problems, there remains 
work to be done (e.g., regarding scheduling difficulties). Process evaluation is the area 
that requires the most attention (e.g., measuring strengths and limitations over time). As 
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noted in Chapter 2, when comparing the 25 implementation frameworks, process 
evaluation appeared across almost all frameworks (96%). Jackson partnered with a small 
research team to conduct a program assessment in 2011, but no formal evaluation has 
occurred since.  
 Arguably, this study will be helpful in identifying these factors for the Jackson 
school district. Further, once the program is evaluated, the district needs to determine 
how the issues will be communicated and discussed, and, ultimately, acted upon. 
Interestingly, though improving future applications is the final phase of the 
implementation process, the Jackson district has been sharing “lessons learned” with 
other school districts over the years.  
 Once a program is implemented, attention then turns to sustainability – how do 
schools maintain buy-in, family and community support, staff enthusiasm, and funding, 
over time? How can school districts create an experience of continuity of exposure to 
mindfulness practices for students, knowing that mandating staff participation in a 
mindfulness program is problematic? How can school districts best measure success, 
particularly if variation in methods and tools is encouraged? The first questions that 
schools must ask themselves are, “What are the goals of our mindfulness program? What 
do we, as a school district, hope to achieve?” As we’ve seen, there are many perceived 
goals of mindfulness: fostering social-emotional support, enhancing students’ ability to 
learn, improving self-regulation, stress management, and more. Although the Jackson 
school district has primarily relied on anecdotal evidence of program success, other 
districts will need to determine how they intend to systematically measure success on an 
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ongoing basis. While concern about adding yet another element of assessment to a 
teacher/school/district’s portfolio of data collection is a valid concern, it is also important 
to evaluate whether or not, or to what degree, a program is achieving the goals that were 
set forth; this knowledge is critical if schools wish to adapt and improve a mindfulness 
program over time.  
How has the Jackson school district been able to sustain its mindfulness program 
for over a decade? First, the original program champions, school board, and district and 
school administrators spent several years planning the program rollout, anticipating 
potential issues (e.g., secularity, buy-in), establishing a mindfulness committee, and 
ensuring that adequate funding was available. The addition of the wellness coordinator 
position three years ago represents a significant investment in the program moving 
forward. The expansion of the district’s mindfulness program beyond the classroom 
walls, involving staff from all facets of the district, signifies how committed the district is 
to helping its staff and students.   
Some Jackson staff are clearly more invested in, or enthusiastic about, the 
district’s mindfulness program than others. While some view mindfulness practices as 
being transformative, others spoke of mindfulness as being one of many tools available to 
them that can help in their classrooms, and possibly even in their personal lives. Many 
staff spoke about personal benefits, helping them to more readily achieve a sense of calm 
or to help alleviate anxiety, whereas others view the mindfulness work as primarily a 
benefit for their students, but perhaps not for them as teachers. Regardless of variation, 
the Jackson school district has succeeded in sustaining buy-in from multiple stakeholders, 
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and it will need to maintain this position in order for the mindfulness program to persist, 
expand, and be successful.   
 Despite serving different populations, the Jackson school district and Ivy Child 
International share a number of similarities. Both have a keen understanding of the 
importance of gaining support from the highest levels of school leadership in order to 
launch and sustain a successful mindfulness program. Additionally, both organizations 
utilize a “systems” approach to mindfulness program implementation, though neither 
mandates participation from staff or students. And, while the Jackson school district is 
not racially diverse, the district’s wellness coordinator used the words “inclusive” and 
“equitable” to describe their most recent goal, which is to include staff from all areas of 
the district, including dining services, the transportation office, and custodial staff (which 
is also a key component of Ivy Child’s approach).  
Throughout the implementation process, it is essential for program providers to 
document decisions and processes, and, of course, to establish a clear account of what 
exactly is occurring in classrooms and in meetings with guidance counselors. Are 
teachers implementing the program in the same way, with the same fidelity, dosage, and 
quality? If there is variation (which there likely will be, as there is in Jackson), is it 
possible to determine what the impact of that variability might be? Which factors of 
implementation have the most influence on the mindfulness program? Is high fidelity 
critical for success, or does a wide degree of adaptation still help achieve the goals that 
were outlined pre-implementation? Perhaps, as one participant suggested, it may not be 
the content of the program at all, but the embodiment of mindfulness in the staff that 
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makes the most impact. 
Insights    
Several interesting and noteworthy findings warrant further attention. The first 
(and most significant) issue that underlies all components of this study is the question, 
“What is the goal of the mindfulness program?” The indeterminacy of what staff in the 
Jackson school district believe mindfulness is, and who the program is intended to 
benefit, is the source of considerable ambiguity. This lack of clarity encompasses all 
aspects of the program: how it was implemented, what is considered to be success, and 
how one measures outcomes. The goals of the Jackson school district’s mindfulness 
program have become conflated, making it very difficult to evaluate the efficacy of the 
program. As Durlak and DuPre (2008) state, “Science cannot study what it cannot 
measure accurately and cannot measure what it does not define” (p. 342). It is evident 
that there is a lack of consensus among the staff in the Jackson school district regarding 
the goals of the program, particularly as it relates to individual interpretations of 
mindfulness. As a review, staff used the following words and phrases to describe the 
perceived goals of the mindfulness program: fostering students’ social-emotional health, 
stress management, better self-regulation, helping students to be “ready to learn,” raising 
assessment/test scores, improving focus and attention, being present, enhancing self-
awareness, developing a sense of peace/calm, increasing one’s capacity for 
kindness/compassion/empathy, improved self-control, fostering a positive sense of self, 
building resilience, reducing the tendency to judge, acceptance of self and others, 
improved decision-making, creating a safe environment, and reducing anxiety and 
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depression.  
In 2009-2010, the Jackson school district invited a researcher to conduct a 
program evaluation (the study was published in 2011). According to the study, the 
mission of the mindfulness program (at that time) was to “improve educators’ abilities to 
cope with their demanding jobs through the utilization of contemplative practices in both 
their personal and professional lives.” At the time of the evaluation, the mindfulness 
training course for teachers consisted mainly of “stress reduction practices,” citing the 
use of relaxation techniques and discussion about how stress relates to wellbeing. Further, 
the program was intended to help participants establish a “reconnection with passion for 
education,” in addition to being a “restorative and reflective” experience that familiarized 
participants with contemplative practices. Participants reported the following benefits of 
the program: “staying in the moment, increased patience with students, physical calming 
achieved from deep breathing, and improvements in stress levels.” From this one 
evaluation, a number of goals and outcomes were communicated; some of the goals were 
primarily physiological (e.g., relaxation for stress reduction), and others represented more 
abstract concepts (e.g., staying in the moment). Of particular interest is the use of the 
term “contemplative practices,” as it indicates a more spiritually-oriented approach to 
mindfulness instruction.   
 At present, it is made clear to staff in the Jackson school district that they are 
strongly encouraged to participate in the Level 1 mindfulness course before engaging in 
mindfulness practices with students. It is difficult to determine who the intended 
beneficiaries of the mindfulness course are, however, due to varying staff interpretations 
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of the purpose of the training. For example, some staff indicated that the objective of 
participating in the course was to establish their own personal mindfulness practice in 
order to be able to teach mindfulness concepts to students. Other staff felt that the course 
was a benefit to them, intended to help them improve their health and wellbeing. As 
stated in Chapter 5, some participants expressed a more balanced view of the goal of the 
mindfulness course, recognizing the benefits for themselves and students. Based on the 
interview data, it remains unclear if the course is truly designed to enhance the lives of 
staff, or if it is simply a logistical step that is required to bring mindfulness to students. 
Courtney, a K-12 wellness professional, explained that, in her opinion, the definitive goal 
of the course is to enhance the lives of Jackson staff members; it was considered to be an 
added bonus if staff choose to incorporate mindfulness practices with students. It is also 
possible that the goals, or the perception of goals, has changed over time. Carolyn, the 
district’s wellness coordinator, shared that this disconnect presented an opportunity to 
deepen her own learning around “whether our staff feel that the work has shifted to be 
more about how we address our students’ stress levels and their anxiety; maybe [staff feel 
that] their own stress and anxiety need to be left at the door” (Carolyn, Interview, 
October 6, 2017). 
 Participants also held disparate views about the broad concept of mindfulness and 
what it meant to them as individuals. Staff in the Jackson school district reported varying 
levels of commitment to their personal mindfulness practice. Gary, a grade 1-3 teacher, 
was the only participant who mentioned having a consistent, “formal” meditation 
practice. This is not to say that teachers cannot be effective in leading students in 
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mindfulness exercises without meditating on a regular basis, though the literature does 
tend to lean towards the importance of having an established practice. Research also 
shows that even small “doses” (i.e., short-term exposure) to mindfulness can have a 
lasting impact. The issue of dosage may matter greatly, however, in terms of how one 
interprets their mindfulness practice.   
For example, some staff focused exclusively on the neuroscience of mindfulness, 
highlighting the physiological benefits related to relaxation, anxiety relief, and stress 
management. Other staff focused on concrete cognitive benefits, such as improving one’s 
ability to focus. There were also participants who described a more holistic and all-
encompassing experience. Gary, an elementary school teacher, referred to his daily 
meditative practice as his “awakening” (Gary, Interview, February 2, 2017). Cindy, also 
an elementary school teacher, shared that mindfulness had enabled a complete personal 
transformation, declaring, “Mindfulness has really changed me as an entire person” 
(Cindy, Interview, February 3, 2017). Cindy also revealed that she shares mindfulness 
practices and tools with her teenage children; she even revealed that mindfulness had 
helped improve her marriage (Cindy, Interview, February 3, 2017).  
Some of the confusion surrounding the discussion of the goals of mindfulness 
may be due to the fact that the word “mindfulness” has become a charged word; most 
people have preconceived ideas about what it is, where it comes from, and what it is 
intended to “do.” Social Emotional Learning, though its goals are very similar to the 
purported goals of mindfulness, does not engender a multitude of interpretations, nor 
does it elicit a strong set of feelings or beliefs about what it aims to achieve. This may be 
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due, in part, to questions surrounding the secularity of mindfulness, as it has been adapted 
from Buddhist tradition. When discussing the findings related to secularity, it is clear that 
staff in the Jackson school district are encouraged to focus their communication with 
families on the notion that mindfulness enables a better and more focused learning 
experience. Staff leverage the research on mindfulness and neuroscience, ensuring 
families that the school mindfulness practices are not religious in nature. In some cases, I 
sensed that participants truly believed that the district’s mindfulness program and 
practices had been secularized. For others, I got the impression that they may not fully 
subscribe to the idea that mindfulness is not spiritual in nature, and therefore is not 
categorically secular.  
When clarifying program goals, one must consider the content of the Level 1 and 
2 mindfulness courses (please see Appendix J for the complete syllabi). For both levels of 
the course, the overarching objective is to enable "stress reduction and management skills 
that will benefit them [staff] and those they work with.” In terms of course assignments, 
some are reflective, instructing participants to consider their personal experience of their 
mindfulness practice; other assignments are more scientifically-based. For example, a 
few of the options for the participants’ “personal growth paper” include reporting on a 
book about mindfulness (or at least five articles) that support the participants’ own 
mindfulness practice, conducting a review of the literature on mindfulness, and 
completing a review of the clinical research in the field of mindfulness. In addition to 
writing assignments, participants are also taught to use various artistic mediums for 
enhancing relaxation (another physiological benefit of mindfulness).  
 
 
 
250 
Juxtaposed with the scientific aspects of the mindfulness course is the presence of 
spiritually-oriented reading assignments. For example, one of the required texts in the 
Level 1 course is You Are Here: Discovering the Magic of the Present Moment, written 
by Buddhist monk Thich Nhat Hanh (three additional books by the author, including a 
book on how to practice mindfulness with children, are included in the “recommended 
reading” section of the syllabus). Another recommended text is Eckhart Tolle’s The 
Power of Now, a deeply spiritual book29. In 2011, The Watkins Review (a well-known 
bookstore in the United Kingdom), published a list of “the 100 most spiritually influential 
living people”; Tolle was ranked as the number one most influential spiritual leader, one 
designation above the Dalai Lama (“The Watkins Review,” 2011). The inclusion of these 
texts is surprising, given the district’s firm stance regarding program secularity. Further, 
the staff retreats involve periods of sitting in silence, which is typically associated with 
contemplative traditions. It is understandable why staff may have mixed interpretations of 
the goals of the program, especially in light of the fact that they are discouraged from 
using certain words and phrases (e.g., yoga, meditation). (Interestingly, Ivy Child 
International openly uses words and phrases such as “yoga” and “lotus meditation”; Rose 
even spoke about how she feels that having a spiritual foundation is beneficial when 
beginning to explore a mindfulness practice, which may explain the presence of spiritual 
texts in Jackson’s course syllabi.)   
The objectives of the Level 2 mindfulness course are expanded to include the 
purpose of “broadening the use of mindfulness principles to address more systemic 
                                               
29 Though Tolle is a spiritual leader, he does not subscribe to any one religion.  
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challenges within a school system, such as toxic stress and bias." Another goal of the 
course is to help participants to “clarify educational and professional values and develop 
tools to incorporate these more authentically and effectively." Further, participants are 
encouraged to “move beyond just relaxation and into self-awareness and effective self-
management.” These three goals of the course imply significant depth in terms of 
participants’ experiences, in addition to being very different from one another. This is 
one example of the extrapolation and convergence of program goals.  
 Another noteworthy example of the conflation of the goals of the mindfulness 
program is its expanded reach to an increasing number of peripheral school departments 
(e.g., transportation services, dining services, custodial services, the central business 
office, and IT staff). Encouraging mindfulness instruction for transportation staff is the 
most salient case in the district, as it is the first group that has participated in consistent 
training. The question that remains unclear with regard to this cohort is “What is the goal 
and why?” Is the goal to better the personal and professional lives of the employees, or is 
it primarily aimed at benefitting students who have frequent interactions with 
transportation staff? Based on my interviews, the answer to these questions remain 
unclear, though it represents a fundamental difference in the approach to training. 
Arguably, transportation staff could benefit from mindfulness training due to the 
importance of safety in their profession. The welfare of children is at stake when driving, 
and transportation staff should also feel confident responding effectively to bullying and 
disruptive behavior that often occurs on school busses. Regardless of its potential 
usefulness, the goal of mindfulness instruction for peripheral staff is murky, at best.  
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Perhaps the lack of consensus about the content and goals of the Jackson school 
district mindfulness program is the fact that teachers enjoy a great deal of autonomy. This 
freedom results in staff picking and choosing from a variety of mindfulness practices (for 
themselves and students) for entirely different reasons. An elementary school teacher 
stressed the importance of finding one’s own definition of mindfulness – “what it means 
to you” – when beginning a training program (Gary, Interview, February 2, 2017). 
Additionally, I spoke with Morgan, an original program champion and mindfulness 
committee member, about the pattern that was emerging from the interviews that some 
staff seemed to feel connected to mindfulness as a benefit for themselves, but others did 
not. Morgan described this disparity as “unfortunate,” but contended that it was 
anticipated and expected that the mindfulness program would “look different” for each 
person:  
I think in every program that we introduce in schools, we have a model that we 
train people in and then people own it and it is going to look different. And we’ve 
kind of accepted that as part of this mindful initiative – that it is going to look 
different in different classrooms and different grade levels. That doesn’t worry 
me. It is unfortunate, but here’s also what I know: when life gets tough for that 
individual person, they’ll be digging deep and there it [mindfulness] will be. 
(Morgan, Interview, February 3, 2017) 
However, based on the data, some staff may not choose to “dig deep” and use 
mindfulness practices. It may be the case that some of the Jackson school district 
mindfulness program leaders, in particular, believe that there is more consensus than is 
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actually present.  
 It has been established that mindfulness often means different things to different 
people, but how does that effect the school district? There needs to be a distinction 
between staff buying into organizational goals, versus having clarity as to what the goals 
of mindfulness are in the eyes of a particular individual. An example of buy-in for 
organizational goals is evidenced in the remarks of Jack, a district administrator: “If 
you’re not united, then one school might have one way of explaining what they’re doing 
and another school might have another way, and that’s not a healthy process for a 
district” (Jack, Interview, February 2, 2017). Initially, there may be organizational buy-
in, but down the road, the discrepancies may produce challenges, particularly when it 
comes to assessing program efficacy. One might be tempted to ask, “How important is it 
to have consensus at the individual level?” It is difficult to answer that question, as it was 
not possible to find consensus among the staff in Jackson.  
Based on these findings, if I were to consult with a school district that was 
considering implementing a mindfulness program, the first thing I would ask is “What is 
the goal?” This seemingly simple question unlocks the core, central issue that is making 
it so difficult for researchers to ascertain what elements of mindfulness programs are 
producing which outcomes.   
It is challenging (if not impossible) to determine if a mindfulness initiative is effective if 
it is unclear what the program is attempting to achieve. During the implementation 
process, it is essential to give weight to the steps that pertain to goal-setting, as they lay 
the foundation for establishing clarity, building consensus, and, ultimately, for 
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conducting specific and meaningful program evaluations. 
 One finding that presents a concrete example of the lack of clarity surrounding 
goals is the use of a peace place. While the interviews indicated that there was 
overwhelming support of the use of a peace place in classrooms, it was unclear that 
participants conceptualized the peace place the same way. For example, most staff were 
adamant about the fact that the mindfulness tools in the peace place needed to be 
explicitly taught and re-taught so students do not go to the peace place to play; others 
reported that some teachers had peace places but neglected them (therefore, it is assumed, 
the teachers did not instruct the students on how to use the tools). For elementary school 
staff that are considering adopting mindfulness practices, it may seem alluring to begin 
bringing mindfulness into the classroom by incorporating a peace place, but it is critical 
to recognize that the use of a peace place is embedded in a much larger conceptualization 
of the purpose of mindfulness. If staff are encouraged by the findings regarding the peace 
place and wish to adopt this practice first, they must be trained in mindfulness so they 
have a firm understanding of the purpose of the tools, how they work, and how to impart 
that knowledge to students. Teachers need to be able to explain to students why they are 
using specific mindfulness tools and then debrief with students so both they and the 
students understand how the tools are affecting the children.  
 Another critical finding from the Jackson school district is the issue of the 
discrepancy of mindfulness adoption and practice across grade levels (elementary, 
middle, and high school). In particular, there seems to be widespread adoption of 
mindfulness practices in the three elementary schools, likely due to the playful nature of 
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younger children and their willingness to “be silly.” As mentioned by participants, the 
lack of continuity from year to year in terms of a particular student’s exposure to 
mindfulness can be troubling. It is conceivable that a student may receive mindfulness 
instruction in grades K-3, but not have any exposure to mindfulness in subsequent grades 
– or, there may be exposure, but it could be intermittent. When a mindfulness program is 
not mandated, it is very difficult to force teachers to participate in training and then share 
those activities with their students. One way that Jackson has addressed this issue is by 
having a wellness professional come into fourth and fifth grade classrooms to deliver 
mindfulness training (in lieu of, or in addition to, the classroom teacher). The key for 
engaging middle and high school students is to carefully select age-appropriate exercises, 
led by staff (teachers or wellness professionals) that are both knowledgeable about, and 
comfortable with, various mindfulness practices for young adults. The Learning to 
BREATHE program, designed for adolescents, has shown promising preliminary results 
and is currently being used in pockets of the Jackson school district. 
Limitations  
 Every study has limitations, and this dissertation is no exception. Though 
qualitative case studies are not designed to produce generalizable results, this study could 
have been more robust (and perhaps relevant to a broader audience) if it included 
additional study sites in varying contexts (e.g., large, urban schools). Also, as programs 
like MindUP™ are implemented in an increasing number of schools30, it may have been 
                                               
30 MindUP™ has served over six million children worldwide (Source: 
https://mindup.org/thehawnfoundation/)  
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interesting to compare the experience of Jackson with a school district that has 
implemented a more “prescribed,” curriculum-based mindfulness program. Additionally, 
I would have included a survey question that specifically asked participants about 
perceived successes of the mindfulness program; I only directly addressed goals and 
challenges via the survey.  
Another potential limitation of the study is the fact that participants may not have 
disclosed certain information because it was sensitive in nature or, perhaps, might be 
perceived as casting the organization or school district in an unfavorable light. Though 
participants did not hesitate to discuss the challenges associated with the mindfulness 
programs, there may have been information that was withheld. Due to the nature of the 
topic of mindfulness, participants may feel that they need to exude a sense of positivity.   
Lastly, it would have been beneficial to seek out more detailed information about 
specific mindfulness practices during the course of the interviews so successful behavior 
could be more clearly linked with particular activities.  For example, in the interview 
guide, I may have asked the following question: “Could you describe an activity (or 
activities) that you use with students that you have found to be particularly effective?” 
This would have more easily allowed me to pair specific exercises with participants’ 
perceptions of success.  
Recommendations for Further Research  
First and foremost, there is a need for more studies that assess elements of 
mindfulness program implementations, whether that represents a subset of factors (e.g., 
fidelity and dosage) or a more holistic picture of the process. Additional qualitative case 
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studies may be beneficial, particularly when examining demographic and social factors 
that underpin various mindfulness initiatives (e.g., studying the approach to mindfulness 
instruction for racially and ethnically diverse populations).   
Although mindfulness is often implemented as a stand-alone program, it is also 
being linked to other social-emotional initiatives. As mentioned, MindUP™, while 
technically an SEL program, focuses heavily on the influence of mindfulness; the 
program is recognized by the government as fulfilling school districts’ anti-bullying 
program requirement. Also, several participants in the Jackson school district mentioned 
the district’s recent focus on trauma response and sensitivity, commenting that training 
on trauma would be a logical complement to its mindfulness initiative. Research could be 
conducted to examine how the mindfulness component of these programs is impacting 
program efficacy.  
To ensure that K-12 mindfulness interventions are as effective as possible, it will 
require many studies that closely examine the implementation and sustainability of 
programs across a variety of contexts. Ideally, this research would include in-depth, 
longitudinal case studies that explore the trajectory of programs (and perhaps teacher and 
student outcomes) over time (particularly if developing “lifelong” skills is a goal of 
school mindfulness programs). Though some existing studies on mindfulness in schools 
have measured dosage, in particular, more in-depth studies need to be conducted that 
examine students who consistently receive mindfulness training throughout their 
schooling, versus those who have limited or intermittent exposure. It would also be 
interesting to determine how schools implement (and sustain) lock-step programs (e.g., 
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MindUP™), versus those that employ a customized approach (e.g., Ivy Child 
International).  
Program evaluation will also be critical. The Jackson school district’s wellness 
coordinator, Carolyn, shared how having a researcher present in the district, looking more 
deeply at the program’s implementation and sustainability, had a positive impact and was 
inspirational in terms of closely exploring the district’s challenges, in particular:  
All of us are just really honored that you’ve invited us to take part in this. It is a 
lovely, lovely validation of the hard work our staff members do around 
mindfulness. Looking at the challenges is important, too. We need all of that to 
keep that integrity of the work. (Carolyn, Interview, October 6, 2017) 
Policy Implications  
There remains much to learn about mindfulness and youth before enacting 
policies to govern its implementation in schools. That said, the government already 
provides funding for many social-emotional initiatives, and mindfulness will likely be 
added to that list if the research continues to demonstrate positive results. Funding for 
mindfulness initiatives may be more likely in progressive states. There may also be 
temptation to target mindfulness programs at certain groups of students. As the evidence 
shows, it is usually “at-risk” students that need mindfulness practices the most (in 
addition to the teachers and school staff who work with these students). Though it may 
seem logical to direct any policy considerations at high-risk populations before enacting 
universal mindfulness policies, researchers urge against this. Schools need to be careful 
not to stigmatize certain groups when mindfulness instruction has been demonstrated to 
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be beneficial for a wide range of students.  
United States Congressman Tim Ryan, the author of A Mindful Nation, strongly 
advocates for the presence of mindfulness in schools, asserting that “We have an 
obligation to do all we can for our children. Let’s make our kids aware of the deep inner 
resources and resilience they possess” (p. 88). In his book, Ryan enumerates several 
approaches that people (parents, in particular) can take to encourage and facilitate 
government support (i.e., funding) for mindfulness initiatives in schools:  
• If you’re interested in getting mindfulness and SEL into your child’s 
school, get information about these programs and send it to the members 
of the school board and the principal. [Ryan provides information about 
various programs in his book] 
• Write your congressional representative or senator and suggest beefing up 
funding for the Institute for Education Services.   
• Bring information to your parent-teacher meeting and show your 
children’s teacher what is happening in classrooms around the country.  
• Write your governor, local state representative, and state senator. Ask 
them if your state is promoting these cutting-edge programs. Get others 
involved and start a letter-writing campaign.  
• If you are a teacher, start an informal mindfulness group for your fellow 
teachers. Get an area in the school designated for some quiet time to 
recharge.  
• Some teachers have a “mindful eating table” where they eat quietly in the 
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lunchroom and invite students to join them. Try that if it interests you. (p. 
89) 
When addressing the proliferation of mindfulness programs in schools, Ryan asserts, 
“We are on the cusp of implementing revolutionary change to our educational system” (p. 
88). Considering the number of major U.S. cities whose school districts are already 
employing mindfulness practices (not to mention lesser-known suburban and rural 
communities), there is reason to believe that Ryan’s prediction may come to fruition, 
though the timing of that realization remains unclear.   
Another way that mindfulness may be integrated more systematically in school 
districts is via the Every Student Succeeds Act (ESSA), which was signed into law by 
former President Barack Obama, and is now beginning to take shape in some classrooms. 
In their commentary entitled, “Every Student Succeeds Act Represents True Opportunity 
For Quality Early Education,” Nonie Lesaux and Stephanie M. Jones, Professors of 
Education at the Harvard Graduate School of Education, state, “Under ESSA, states and 
local school districts have the opportunity to expand access to early education, coordinate 
those efforts and hold themselves accountable for boosting children’s early learning and 
development through high-quality early education” (Lesaux & Jones, 2018). The purpose 
of the ESSA is to create classroom cultures that place equal emphasis on academic 
achievement and social-emotional growth:  
Often, in the field, these two goals are viewed as in opposition to each other, and 
frequently one is chosen over the other. To move beyond this false dichotomy and 
ensure the long-term success of these encouraging plans and policies, there is an 
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opportunity and a necessity to refine — even redefine — what is meant by high-
quality early education. (Lesaux & Jones, 2018)  
When describing what a classroom developed under the ESSA might “look like,” the 
authors describe integrating social-emotional skills such as self-control, self-reflection, 
empathy, and awareness into the context of the academic curriculum. The authors note, 
however, that this concept is promising, but potentially quite challenging: “But while 
many early education settings have long-espoused the need to develop the whole child, 
implementation often falls short” (Lesaux & Jones, 2018).  
A current, four-year study that has been funded by the U.S. Education Department 
(via a $3 million dollar grant) is following approximately 2,000 students in grades K-2 in 
30 poverty-stricken Chicago public schools:  
 The idea [mindfulness] has been popular in some public and private schools for 
years, but there’s been little in the way of evidence to back it up as an effective 
academic intervention, and where studies exist, they’ve tended to focus on older 
students. Erikson [one of researchers] says its ongoing research is the largest 
mindfulness study of children funded by the federal government ever conducted 
and the only in the country to focus specifically on whether mindfulness exercises 
improve academic achievement for young kids of color from low-income 
families. (Deruy, 2018) 
It is unsurprising that this substantial grant would be focused on mindfulness and its 
potential to influence academic achievement.   
Although the impact of school mindfulness programs on teachers and students is 
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unknown, Cindy, a grade 1-3 teacher in Jackson, believes that mindfulness should play a 
critical role in future educational interventions: “Education is hard. It’s really, really, 
really hard…[mindfulness] is, by far, the most important [thing] in the world of education 
moving forward” (Cindy, Interview, February 3, 2017).  Mindfulness can be a powerful 
tool, and it may help teachers and students cope, but it cannot solve the underlying 
problems that are affecting the educational experience in the United States. As school 
districts, and possibly even lawmakers, consider the potential for mindfulness programs, 
the deeper issues (e.g., high-stakes testing, overburdened teachers) must still be 
addressed. We need to be thoughtful about our assessment of the ability of school 
mindfulness programs to achieve the degree of transformation that is needed to bring 
about the type of systemic change that is required to help teachers and students achieve a 
sense of balance and true wellbeing.   
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Appendix A 
Ivy Child International Interview Questions  
 
• Could you tell me a bit about Ivy Child International? For example, how many 
schools and districts has Ivy Child partnered with?   
 
• How do you co-create mindfulness programs with school districts? 
 
• How do you build continuity within districts?   
 
• What kind of feedback, if any, do you receive from teachers or from staff that are 
engaging in this work?  
 
• Have you encountered any students or staff who have “taken mindfulness home” with 
them?  
 
• Who do you and your colleagues typically coordinate with at the various schools to 
pull these programs together?  
 
• Have you encountered the issue of a staff member or student saying, “I don’t want to 
do this?” If so, how do you handle that?   
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• What would you say are the biggest challenges that school districts face in terms 
of implementing mindfulness programs?   
 
• Have you had any issues with staff or parents that feel your programming is 
religious in nature?   
 
• If a school or district was considering implementing a mindfulness program, what 
advice would you provide?  
 
• Can you describe the role that school and district leaders play in terms of program 
implementation and sustainability?  
 
• What do you feel are the greatest benefits that staff and students experience 
working with Ivy Child?  
 
• What differentiates Ivy Child from other mindfulness program providers?  
 
• Have you experienced a recent urgency in terms of schools looking to partner 
with you and explore mindfulness?  
 
• How does Ivy Child keep schools engaged over time? How does it stay fresh and 
interesting?  
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• What advice would you give to schools that are trying to sustain a mindfulness 
program?  
 
• Which tools or strategies do staff or students report as being the most effective?   
 
• In terms of professional development for teachers, do you get the sense that they 
feel that mindfulness training is a form of professional development? What 
feedback have you received?   
 
• What’s next for Ivy Child?  
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Appendix B 
 
Participants: Jackson School District  
 
Number Interview date(s) Pseudonym School/Office Occupation 
1 February 2, 2017 Jeff*^ Willow Middle School District 
Administrator 
2 February 2, 2017 Katie Pine Elementary School Teacher; 1-3 
3 February 2, 2017 Jack* Pine Elementary School Wellness 
Professional;  
K-5 
4 February 2, 2017 Patricia Pine Elementary School  Teacher; K-2 
5 February 2, 2017 Amelia Pine Elementary School  Teacher; K-2 
6 February 2, 2017 Janet^ Pine Elementary School  Teacher; 1-3  
7 February 2, 2017 Lydia* Evergreen Elementary School Wellness 
Professional; K-5  
8 February 2, 2017 Christine Evergreen Elementary School Teacher; K-2 
9 February 2, 2017 Rebecca Evergreen Elementary School Teacher; K-2 
10 February 2, 2017 Natalia^ Evergreen Elementary School Teacher; K-2 
11 February 2, 2017 Gary^ Evergreen Elementary School Teacher; 1-3  
12 February 2, 2017 Parker Evergreen Elementary School Wellness 
Professional; 
K-5 
13 February 3, 2017 Jessica  Redwood Elementary School  Teacher; 3-5  
14 February 3, 2017 Lynn  Redwood Elementary School  Teacher; K-2 
15 February 3, 2017; 
October 18, 2017 
Megan^ Redwood Elementary School  Teacher; K-2 
16 February 3, 2017 Rachel^ Redwood Elementary School  Teacher; 1-3 
17 February 3, 2017;  
October 2, 2017 
(phone) 
Morgan*^ Redwood Elementary School Wellness 
Professional; K-5 
18 February 3, 2017 Cindy^ Redwood Elementary School Teacher; 1-3 
19 
 
April 5, 2017 
(phone)  
Courtney* Willow Middle School  Wellness 
Professional, K-12  
20 
 
April 21, 2017 
(phone) 
 
Jane Redwood Elementary School  Teacher; 1-3 
21 
 
October 6, 2017 
(phone) 
Carolyn* Superintendent’s Office  District 
Administrator 
 Notes:  
• * = Member of the Jackson Mindfulness Committee 
• ^ = Participant was working for the Jackson district when the mindfulness 
program was first implemented 
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• Participants #15 and #17 were interviewed twice; the first interviews were 
conducted in person; the second interviews were conducted via phone. 
• All of the participants names have been changed to protect their 
anonymity.
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Appendix C 
 
Jackson School District Interview Questions 
 
Key: A = Administrator, T = Teacher, WP = Wellness Professional  
 
Please note: These questions serve as guidelines; due to the open-ended, semi-structured nature of the interviews, the precise 
wording may change; not all participants will be asked the same questions, nor will they necessarily be asked in the order 
below; questions may arise during interviews that are not listed here; the nature/themes of the questions will remain within this 
general framework.  
 
Q#  Question Participant Audience  
1 Could you describe the process of implementing/sustaining a mindfulness program in your 
school?  
• How did you first hear about mindfulness in schools? 
• Who was the person (or people) who worked to implement the mindfulness 
program in your district/school?  
• How did this school and/or community make the leap from being interested in 
mindfulness to having its teachers incorporate mindfulness into their classrooms? 
A, T, WP  
2 How would you describe your role in relation to the mindfulness program? 
 
A, T, WP 
3 Is your School Board involved in this process? If so, how?  
 
A 
4 Has the teacher’s union been involved in this process? If so, how?  
 
A, T 
5 How would you describe the reaction of parents in your community? When and how have 
they expressed their viewpoints?   
 
A, T, WP 
6 Has your Parent Teacher Organization been involved in this process? If so, how?  
 
A 
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7 Do you use an established curriculum? If so, which one? Why was it chosen over others? 
 
A, T, WP 
8 Did you consult with other teachers, schools, or districts before or during implementation? 
Do you do so on an ongoing basis?  
 
A, T, WP 
9 How does the financing for the program work? Where does funding come from?  
 
A 
10 How many of your teachers use mindfulness techniques in their classrooms? For which 
grade levels?  
 
A  
11 Have any teachers opted out of including mindfulness practice in their classrooms? If so, 
do you have a sense of the rationale for that choice?  
 
A 
12 Did you receive training in mindfulness? If so, was it through the school, a non-profit 
organization, or via some other means? Could you describe the training process?  
 
A, T, WP 
13 How do you feel that introducing mindfulness in your school has impacted your 
satisfaction or attitudes, if at all?  
 
A, T, WP 
14 Has the introduction of mindfulness in your school changed your approach to teacher 
professional development in any way? Could you describe this in more detail?   
 
A 
15 If you are evaluating your mindfulness program, could you describe the process and 
experience of evaluating the program?  
 
A, T, WP 
16 If you had to give any advice to a district or school administrator, teacher, counselor, or 
other personnel about implementing mindfulness in their school, what would you say?  
 
A, T, WP 
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Appendix D 
 
Ivy Child International Informed Consent  
 
 
Protocol Title: Mindfulness in K-12 Education: A Case Study Approach Exploring 
the Implementation and Sustainability of School Mindfulness Programs 
Principal Investigator: Lauren B. Hess 
Description of Subject Population: Adult  
Version Date: September 25, 2017 
 
Introduction 
 
Please read this form carefully.  The purpose of this form is to provide you with 
important information about taking part in a research study.  If any of the statements or 
words in this form are unclear, please let us know. We would be happy to answer any 
questions. 
 
If you have any questions about the research or any portion of this form, please ask us. 
Taking part in this research study is up to you.   
 
The person in charge of this study is Lauren Hess, doctoral candidate, under the guidance 
of Dr. Catherine O’Connor, faculty advisor. Lauren can be reached at hessl@bu.edu; Dr. 
O’Connor can be reached at mco@bu.edu. We will refer to Lauren Hess as the 
“researcher” throughout this form.  
 
 
Why is this study being done? 
 
The purpose of this study is to learn about the implementation and sustainability of 
mindfulness programs/initiatives in K-12 schools from the perspective of administrators, 
teachers, school personnel, and members of an organization providing mindfulness 
training in school districts. 
 
The researcher is asking you to take part in this study because you have some knowledge 
of the implementation and/or sustainability of mindfulness programs in schools.  
 
Approximately 30 subjects will take part in this research study at Boston University. 
Administrators, teachers, and school personnel without any knowledge of the 
mindfulness initiative will not be included in the study.  
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What will happen if I take part in this research study? 
 
  
Study Visit  
 
The researcher will interview you remotely 1-4 times. The study interview will take a 
total of up to 120 minutes to complete. During the interview(s), the researcher will ask 
you to do the following procedure: 
 
• Interview you (ask you questions) about your experiences with the 
implementation and/or sustainability of mindfulness initiatives in schools. The 
researcher will be interviewing 1-2 other members of your organization.  
• You may be asked to participate in a 30 minute follow up interview.  
 
 
Audiotaping  
 
The researcher would like to audiotape your interview during this study. The recordings 
will not be played for anyone other than the researcher. The audio recordings will be 
saved as password-protected files and will be stored on the researcher’s computer, which 
is also password-protected. The audio files will be destroyed after the interview(s) are 
transcribed. The interviews will be transcribed within two months of the recording. 
Please note that the organization and names of individuals being interviewed will not be 
anonymous per the request of the Founder and CEO.      
 
Do you agree to let us audiotape you during this study? 
 
______YES   ______NO  _______INITIALS 
 
 
How Will You Keep My Study Records Confidential? 
 
The following people or groups may review your study records for purposes such as 
quality control: 
• The researcher and any member of her research team 
• The Institutional Review Board at Boston University.  The Institutional Review 
Board is a group of people who review human research studies for safety and 
protection of people who take part in the studies 
 
The study data will be stored in password-protected files on a password-protected 
computer. If an external hard drive is used, it will be stored in a locked cabinet at the 
researcher’s home. 
 
The results of this research study may be published or used for teaching.   
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Study Participation and Early Withdrawal 
 
Taking part in this study is your choice.  You are free not to take part or to withdraw at 
any time for any reason.  No matter what you decide, there will be no penalty or loss of 
benefit to which you are entitled.  If you decide to withdraw from this study, the 
information that you have already provided will be kept confidential. 
 
Also, the researcher may take you out of this study without your permission.  This may 
happen because: 
• You can’t make the required study visits 
• Other administrative reasons 
 
Future Contact 
 
We may like to contact you in the future either to follow up on this study or to see if you 
are interested in other studies taking place at Boston University.   
 
Do you agree to let us contact you in the future? 
 
______YES   ______NO  _______INITIALS 
 
 
What are the risks of taking part in this research study? 
 
 Interview Risks:  
  
We will be asking questions about mindfulness programs in schools (e.g., how do you 
engage with schools, what feedback have you received from teachers, etc.). We do not 
expect that any of the questions will make any of our interviewees uncomfortable, 
however, you do not have to answer any questions that you do not wish to answer or that 
make you feel uncomfortable.  
 
Are there any benefits from being in this research study? 
 
There are no benefits to you from taking part in this research. 
 
Others may benefit in the future from the information that is gathered in this study. 
 
Will I get paid for taking part in this research study?   
 
You will receive a $15 Amazon gift card for each 30 minutes of time spent being 
interviewed.   
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What will it cost me to take part in this research study? 
 
There are no costs to you for taking part in this research study. 
 
If I have any questions or concerns about this research study, who can I 
talk to? 
 
You can call or email us with any concerns or questions. Our telephone numbers and 
email addresses are listed below:  
 
Lauren Hess: 617-999-3961; hessl@bu.edu; hours: 9:00 am – 5:00 pm M-F 
Dr. Catherine O’Connor: 617-353-3318; mco@bu.edu; hours 9:00 am – 5:00 pm M-
F 
 
If you have questions about your rights as a research subject or want to speak with 
someone independent of the research team, you may contact the Boston University IRB 
directly at 617-358-6115. 
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Appendix E 
 
Jackson School District Letter of Interest  
October 6, 2016  
Superintendent   
Jackson School District 
(Address removed for confidentiality purposes) 
 
Dear Superintendent:  
 
First, I’d like to thank you for your time; I sincerely appreciate the opportunity to 
present my research proposition to you. My name is Lauren Hess; I’m a doctoral candidate 
in the School of Education at Boston University. The topic of my dissertation research is 
the integration of mindfulness into K-12 schools. I aim to conduct a study of a school 
district, focusing (via interviews) on the perspectives and experiences of administrators, 
teachers, and school personnel. I would like to clearly state that I would not be interviewing 
or observing students, nor will I be measuring program outcomes.  
As more and more schools begin integrating mindfulness practices into their 
classrooms, it’s essential that we build a body of research that examines the implementation 
and sustainability of mindfulness initiatives. The aim of the research is not to uncover 
“perfect” practices; rather, the purpose is to identify how these initiatives come to fruition 
and to explore the challenges surrounding this (often) imperfect process. The Jackson 
School District would be an important case for expanding the research on mindfulness in 
education.  
The schedule of interviews would depend entirely on the availability of those to be 
interviewed. Your district, school, and participant identities would remain anonymous; I 
am happy to discuss the steps I would take to ensure confidentiality and anonymity if you 
decide that you would like to explore this opportunity.   
Again, thank you very much for your time, consideration, and fantastic work in Jackson!  
Respectfully, 
Lauren Hess 
Doctoral Candidate  
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Appendix F 
 
Jackson School District Participant Recruitment Email 
 
Dear Jackson Staff,  
 
On behalf of the Mindfulness Committee, I would like to share that we will be 
welcoming Lauren Hess, a doctoral student at Boston University, to our school 
community on February 2 and 3 (Thursday and Friday). 
 
Lauren is doing research on the sustainability of mindfulness in schools. She had heard of 
Jackson’s program and would like to include information on our school community in her 
dissertation. 
 
We are looking for 4-5 staff members from each of our five schools who would be 
willing and interested in taking no more than 30 minutes to speak with Lauren on 
one of those two days. We will certainly work around your own preferred time to 
meet. 
 
Additional details: 
● All information will remain anonymous; your name and identification will not be 
used in Lauren’s research. 
● She is only talking to staff (not to students and families). 
● Whether you are a long-time supporter of the mindfulness work in our schools or 
brand new to the work, Lauren welcomes your participation in the study. 
● Here are the questions Lauren is asking (wording may change slightly): (1) What 
do you feel is the goal (or goals) of the mindfulness initiatives at your school? (2) 
What, if any, do you feel the challenges have been in implementing and/or 
sustaining these initiatives? 
 
Please feel free to send any questions my way. 
 
Interested in helping out? Thank you in advance for contacting the member of our 
Mindfulness Committee from your school. 
 
Thank you all. We feel supporting Lauren’s work is important for furthering the 
opportunity for other schools and communities. 
 
Warmly, 
Carolyn  
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Appendix G 
 
Jackson Survey Consent  
 
Please review the following information prior to completing the survey.  
 
Why is this study being done? 
  
The purpose of this study is to learn about the implementation and sustainability of 
mindfulness programs/initiatives in K-12 schools from the perspective of administrators, 
teachers, and school personnel.  
  
The researcher is asking you to take part in this study because you have some knowledge 
of the implementation and/or sustainability of a mindfulness program/initiative at your 
school.  
  
What will happen if I take part in this research study? 
  
This two-question survey will be used to help guide the interview process, if you 
participate in the interview portion of the study. You will be given a detailed consent 
form at the time of the interview. You do not need to participate in an interview if you 
complete the survey. You are allowed to stop participating in the survey at any time. You 
are consenting to allow your survey responses to be used in the reporting of the data. 
  
How Will You Keep My Study Records Confidential? 
  
Your name will not be used, and your responses will be kept confidential. 
  
Further, the following people or groups may review your study records for purposes such 
as quality control: 
• The researcher and any member of her research team 
• The Institutional Review Board at Boston University.  The Institutional Review 
Board is a group of people who review human research studies for safety and 
protection of people who take part in the studies 
  
Only Qualtrics personnel and designated Boston University Qualtrics Brand 
Administrators can access information obtained in all surveys. Survey data would only be 
accessed if technical assistance was required, which is highly unlikely. 
  
The results of this research study may be published or used for teaching.  We will not put 
identifiable information on data that are used for these purposes. 
  
You can call or email with any concerns or questions. Our telephone numbers and email 
addresses are listed below: 
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Lauren Hess: 617-999-3961; hessl@bu.edu; hours: 9:00 am – 5:00 pm M-F 
Dr. Catherine O’Connor: 617-353-3318; mco@bu.edu; hours 9:00 am – 5:00 pm M-F 
  
If you have questions about your rights as a research subject or want to speak with 
someone independent of the research team, you may contact the Boston University IRB 
directly at 617-358-6115. 
 
Thank you very much for your participation!  
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Appendix H 
 
Jackson School District Interview Informed Consent Form 
 
 
Protocol Title: Mindfulness in K-12 Education: A Case Study Approach Exploring 
the Implementation and Sustainability of School Mindfulness Programs 
Principal Investigator: Lauren B. Hess 
Description of Subject Population: Adult  
Version Date: January 23, 2017 
 
Introduction 
 
Please read this form carefully.  The purpose of this form is to provide you with 
important information about taking part in a research study.  If any of the statements or 
words in this form are unclear, please let us know. We would be happy to answer any 
questions. 
 
If you have any questions about the research or any portion of this form, please ask us. 
Taking part in this research study is up to you.   
 
The person in charge of this study is Lauren Hess, doctoral candidate, under the guidance 
of Dr. Catherine O’Connor, faculty advisor. Lauren can be reached at hessl@bu.edu; Dr. 
O’Connor can be reached at mco@bu.edu. We will refer to Lauren Hess as the 
“researcher” throughout this form.  
 
 
Why is this study being done? 
 
The purpose of this study is to learn about the implementation and sustainability of 
mindfulness programs/initiatives in K-12 schools from the perspective of administrators, 
teachers, and school personnel.   
 
The researcher is asking you to take part in this study because you have some knowledge 
of the implementation and/or sustainability of a mindfulness program/initiative at your 
school.   
 
Approximately 60 subjects from three sites will take part in this research study at Boston 
University. Administrators, teachers, and school personnel without any knowledge of the 
mindfulness initiative will not be included in the study.  
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What will happen if I take part in this research study? 
 
  
Study Visit  
 
The researcher will visit your school between 1-3 times; each visit may last 1-2 days. The 
study visit (interview) will take about 20-30 minutes to complete. At this visit, the 
researcher will ask you to do the following procedure: 
 
• Interview you (ask you questions) about your experiences with the 
implementation and/or sustainability of the mindfulness initiative at your school. 
The researcher will be interviewing a number of teachers/administrators from 
your school.  
 
 
Audiotaping  
 
The researcher would like to audiotape your interview during this study.  You will not be 
identified by name on the recording. The recordings will not be played for anyone other 
than the researcher. The audio recordings will be saved as password-protected files and 
will be stored on the researcher’s computer, which is also password-protected.  Your real 
name will not be connected to the audio file; instead, you will be assigned a participant 
number.  A key will be created to connect your name to the number on the audiotape.  
The researcher will keep the key to the code in a password-protected file on a password-
protected computer.  The audio files will be destroyed after the interview(s) are 
transcribed. The interviews will be transcribed within two months of the recording. The 
researcher will also ensure that the school/district name is removed from the transcription 
so as not to identify the school.  
 
Do you agree to let us audiotape you during this study? 
 
______YES   ______NO  _______INITIALS 
 
 
How Will You Keep My Study Records Confidential? 
 
The following people or groups may review your study records for purposes such as 
quality control: 
• The researcher and any member of her research team 
• The Institutional Review Board at Boston University.  The Institutional Review 
Board is a group of people who review human research studies for safety and 
protection of people who take part in the studies 
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The study data will be stored in password-protected files on a password-protected 
computer. If an external hard drive is used, it will be stored in a locked cabinet at the 
researcher’s home.   
 
The results of this research study may be published or used for teaching.  We will not put 
identifiable information on data that are used for these purposes. 
 
Study Participation and Early Withdrawal 
 
Taking part in this study is your choice.  You are free not to take part or to withdraw at 
any time for any reason.  No matter what you decide, there will be no penalty or loss of 
benefit to which you are entitled.  If you decide to withdraw from this study, the 
information that you have already provided will be kept confidential. 
 
Also, the researcher may take you out of this study without your permission.  This may 
happen because: 
• You can’t make the required study visits 
• Other administrative reasons 
 
Future Contact 
 
We may like to contact you in the future either to follow up on this study or to see if you 
are interested in other studies taking place at Boston University.   
 
Do you agree to let us contact you in the future? 
 
______YES   ______NO  _______INITIALS 
 
 
What are the risks of taking part in this research study? 
 
 Interview Risks:  
  
We will be asking questions about the mindfulness program at your school (e.g., how it 
got started, what your experience has been, etc.). We do not expect that any of the 
questions will make any of our interviewees uncomfortable, however, you do not have to 
answer any questions that you do not wish to answer or that make you feel 
uncomfortable.  
 
Loss of Confidentiality 
 
The main risk of allowing us to use and store your information for research is a potential 
loss of privacy.  We will protect your privacy by labeling your information with a code 
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and keeping the key to the code on a password-protected computer. Also, because of the 
relatively small number of participants at your site, the researcher will take efforts to 
protect your identity (e.g., a participant may be identified as a “Grade 3-5” teacher, as 
opposed to a “Grade 5” teacher) to ensure increased privacy.   
 
Are there any benefits from being in this research study? 
 
There are no benefits to you from taking part in this research. 
 
Others may benefit in the future from the information that is gathered in this study. 
 
Will I get paid for taking part in this research study?   
 
You will receive a $15 Amazon gift card for each time you are interviewed.   
 
What will it cost me to take part in this research study? 
 
There are no costs to you for taking part in this research study. 
 
If I have any questions or concerns about this research study, who can I 
talk to? 
 
You can call or email us with any concerns or questions. Our telephone numbers and 
email addresses are listed below:  
 
Lauren Hess: 617-999-3961; hessl@bu.edu; hours: 9:00 am – 5:00 pm M-F 
Dr. Catherine O’Connor: 617-353-3318; mco@bu.edu; hours 9:00 am – 5:00 pm M-F 
 
If you have questions about your rights as a research subject or want to speak with 
someone independent of the research team, you may contact the Boston University IRB 
directly at 617-358-6115. 
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Appendix I 
 
Mindfulness Practices for Students  
(used by Ivy Child International and the Jackson School District)  
 
7-11 or 3-5 Breathing: Typically, 7-11 breathing is used for adults and can be adapted to 
3-5 breaths for younger children. In the case of a 3-5 breath, students sit quietly and 
upright, with their feet on the floor and hands in their laps; the instructor asks them to 
inhale, slowly and silently counting to three; students are then instructed to exhale 
slowly, silently counting to five. This process can be repeated three to five times (or 
longer, depending on the age of the student).  
Hot Air Balloon: Sitting in a comfortable cross-legged position, start by cupping your 
hands around your mouth. Take a deep breath in through your nose and slowly start to 
blow out through your mouth, growing your hands outwards in time with your exhale as 
if you are blowing up an enormous hot air balloon. Once your balloon is as big as it can 
be (and you’ve finished your exhale), breathe normally as you sway gently from side to 
side, admiring your big beautiful hot air balloon as it soars through the sky. This long, 
deep exhalation as you blow up your hot air balloon has a relaxing effect and the image is 
incredibly vivid for kids’ imaginations. (“5 Fun Breathing Exercises for Kids,” 2013) 
Belly Breathing (for older children and teens): Since calm breathing involves taking 
slow, controlled breaths from the diaphragm, another way to explain this technique is to 
present it as “belly breathing.” The steps for this exercise are as follows: 
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• Inhale slowly for 4 seconds through the nose.  
• Ask your child to pretend that he or she is blowing up a balloon in the belly, so your 
child’s belly should inflate when inhaling. 
• Wait 2 seconds, and then slowly exhale through the mouth. Ask your child to 
pretend that he or she is emptying the balloon of air, so the tummy should deflate. 
• Wait 2 seconds, and then repeat. 
Helpful Hint: When belly breathing, make sure your child’s upper body (shoulders and 
chest area) are fairly relaxed and still. Only the belly should be moving! (“How to Teach 
your Child Calm Breathing,” 2017)  
Finger Labyrinth:  
A finger labyrinth is similar to a full-sized labyrinth you would walk except it is on a 
much smaller and more portable scale. The user traces the path to the center using your 
finger rather than with their feet. There are many different kinds of labyrinths differing in 
size and complexity. Finger Labyrinths are known to help children relax, feel better when 
they are sad or scared, deal with situations when they feel ashamed or embarrassed and 
help them to concentrate. 
How to do a Finger Labyrinth Meditation? 
1. Take deep breaths to begin to relax and focus on the entrance to the labyrinth. 
2. Place your pointer finger from your non-dominate hand on the entrance of the 
labyrinth. If you find this too awkward at first, use your dominate hand. However, 
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over time, keep trying your non-dominate hand. This helps keep the mind focused 
on the meditation due to the challenge it presents. 
3. Slowly trace the pattern of the labyrinth with your finger allowing your mind to 
clear from extra thought and focus solely on following the path of the labyrinth. 
4. “Walk” to the center of the labyrinth and rest momentarily, taking deep breaths 
observing how you are feeling. 
5. Retrace your path out of the labyrinth. 
6. Sit back, breathe deeply and relax. Observe how you are feeling again. 
(“Mindfulness in the Classroom – Finger Labyrinth Meditation,” 2016) 
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Appendix J 
 
Jackson and Local College Partnership: Level 1 and Level 2 Staff Training Course 
Syllabi 
  
Mindfulness Based Practices for Educators: Level I 
 
Fall 2017 - Spring 2018 (Year-Long Course)  
NOTE: All those taking this program for graduate credit should direct their assignment-
related questions to instructors X and X (deleted for anonymity). All other questions 
pertaining to the program should be directed to the district Wellness Coordinator  
 
COURSE SYLLABUS  
A. DESCRIPTION AND RATIONALE  
This course is designed for individuals working within the educational system to learn 
and utilize various stress reduction and management skills that will benefit them and 
those they work with. The course will include mindfulness-based strategies that address 
social-emotional development, the neuro-biology of mindfulness, self-care and mindful 
movement. Sharing, demos, and practical applications will be included. Course projects 
will involve concrete ways to implement classroom and self-development applications.  
 
The rationale for this course is based on the need to counteract the high levels of 
psychosocial stress in schools today. As the holders of students’ emotional lives and as 
the receivers of societal and familial stressors, schools are under pressure to provide more 
and more effective education in a highly challenged and stressed society.  
 
B. ORGANIZATION  
Much of the course is organized around readings and reflective writings practices, for 
personal use and classroom application. The course will also utilize guest presenters. 
Participants are required to attend 9 monthly meetings, a full-day fall retreat, and a full-
day spring retreat.  
 
C. COURSE OBJECTIVES  
1) To learn and utilize the following:  
●  mindfulness-based practices  
●  social-emotional development skills  
●  self-care practices  
●  mindful movement  
 
2) To increase understanding of neuroscience research that supports the above  
content and practices  
 
3) To apply mindfulness skills to personal, professional, and classroom environments  
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D. COURSE TOPICS  
1. Sensory Awareness  
2. Emotional Regulation  
3. Attention, Focus and Concentration  
4. Social Connections  
5. Body-Mind Integration  
 
E. RESOURCES (Required and Recommended)  
 
Required Texts:  
● _Rechtschaffen, Daniel. The Way of Mindful Education: Cultivating Well-Being in 
Teachers and Students. New York: W.W. Norton & Company, 2014.  
● _Mindfulness in Public School: Building Wellness & Resilience in Our Children (2013) 
Self-published by the South Burlington, Vermont School District  
● _Hanh, Thich Nhat. You are Here. Boston: Shambhala Publications, 2001.  
 
Recommended Texts for Personal Mindfulness Practice  
● _Brach, Tara. Radical Acceptance. New York: Bantam, 2004.  
● _Chozen Bays, Jan, M.D. How to Train a Wild Elephant. Boston and London: 
Shambhala, 2011.  
● _Hanh, Thich Nhat. Fear: Essential Wisdom for Getting Through the Storm. San 
Francisco: HarperOne, 2014.  
● _Hanh, Thich Nhat. Mindful Movements: Ten Exercises for Well Being. Berkeley, CA: 
Parallax Press, 2008.  
● _Hanh, Thich Nhat. Planting Seeds: Practicing Mindfulness with Children. Berkeley, 
CA: Parallax Press, 2007.  
● _Kabat-Zinn, Jon. Mindfulness for Beginners: Reclaiming the Present Moment - and 
Your Life. Boulder, CO: Sounds True, 2012.  
● _Kabat-Zinn, Jon. Full Catastrophe Living: Using the Wisdom of Your Body and Mind 
to Face Stress, Pain and Illness. New York: Delta Trade Paperback, 1990, 2009.  
● _Salzberg, Sharon. Real Happiness. New York: Workman Publishing, 2011.  
● _Tolle, Eckhart. Power of Now. Vancouver, British Columbia: Namaste Publishing, 
2004.  
 
Recommended Texts for Bringing Mindfulness to Students:  
● _Weaver, Laura, and Mark Wilding. The 5 Dimensions of Engaged Teaching: A 
Practical Guide for Educators. Bloomington, IN: Solution Tree Press, 2013.  
● _Kaiser Greenland, Susan. The Mindful Child. New York: Free Press, 2010.  
● _Lantieri, Linda, and Daniel Goleman. Building Emotional Intelligence: Techniques to 
Cultivate Inner Strength in Children. Boulder, CO: Sounds True, 2008.  
● _Johnson, Aostre N., and Marilyn Webb Neagley. Educating from the Heart: 
Theoretical and Practical Approaches to Transforming Education. Lanham, MD: 
Rowman & Littlefield Education, 2011.  
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● _Snell, Eline. Sitting Still Like a Frog. Shambhala Publications, 2013.  
● _Thich Nhat Hanh and Chan Chau Nghiem. Planting Seeds: Practicing Mindfulness 
with Children. Parallax Press, 2007.  
● _The Hawn Foundation. MindUp Curriculum (there are three versions out: K-2, 3-5, 
and 6-8). Scholastic Teaching Resources, 2011.  
 
Recommended CDs and Links  
● _Kabat-Zinn, Jon. Mindfulness for Beginners. Boulder, CO: Sounds True, 2012.  
● _Cassani, Sonia. Mindful Movement. Self-published, 2011.  
● _Urbanowski, Ferris. The Body Scan, Guided Meditation. Self-published, 2010.  
● _Quintiliani, Anthony. Mindful Happiness. http://mindfulhappiness.org/  
● _http://www.breathworks-mindfulness.org.uk/books-cds-dvds  
● _http://www.mindfulnesscds.com/ (Guided Mindfulness Meditation Practices with Jon 
Kabat-Zinn)  
 
Recommended Apps  
● Pause - Relaxation at your fingertips app  
● https://www.headspace.com/headspace-meditation-app  
● https://www.calm.com/  
 
F. COURSE REQUIRED ASSIGNMENTS  
1) Regular attendance and participation in all class sessions (20.25 hours), Fall Retreat 
and Spring Retreat. (17.25 hours) Missed classes must be made up at the discretion of the 
instructors.  
2) Work towards a daily 15-20 minutes of formal mindfulness practice.  
3) Complete required readings and prepare for dialogue on dates noted.  
4) Use of a log book for practice notation (7.5 hours).  
5) Submission of a personal growth paper on use of mindfulness skills for yourself in 
your personal life (2-3 pages) and 5 log entries – Due November 2017.  
6) Submission of a professional growth paper on using mindfulness in the classroom or 
workplace (if not teaching) to improve your professional experience (2-3 pages) and 5 
log entries – Due February 2018.  
7) Submission Project of Choice (POC): Participants are to design a project of their own 
choosing obtaining approval of the instructors by March 8, 2017. Submit pre-approved 
POC and log book -- Due April 2018.  
 
Examples include but are not limited to the following:  
● _Reflective paper on a book or articles (5) that support your mindfulness practice.  
● _Review of mindfulness literature.  
● _Review of clinical research in the field of mindfulness.  
● _Develop a plan to implement mindfulness in your school over the next year.  
● _Develop lesson plans to use mindfulness over a four-week period.  
● _Expand your thinking. What excites and inspires you?  
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F. GRADING (for Graduate Credit only)  
 
1) Attendance and preparation for participation (readings) at all monthly group meetings 
(or make-up of missed meetings): 33.3% (20.25 hours)  
2) Attendance and participation in mindfulness training at Fall and Spring Retreats (or 
make-up of missed hours): 33.3% (17.25 hours)  
3) Completion of papers and log book noted in # 4 above: 33.3%  
 
H. MONTHLY PROGRAM FORMAT  
● _Opening mindfulness activity/Bringing ourselves present.  
● _Check-in regarding homework, personal practice, and classroom or workplace 
applications. (First session: pre-program assessment measures will occur here.)  
● _Mindful movement (body-mind integration).  
● _Mindfulness and/or self-care practice (concentration, open awareness, body scan, 
sensory awareness, cultivating emotional balance or equanimity, journaling, use of arts 
for relaxation and expression, etc.).  
● _Classroom and/or Workplace Application (demos, handouts, resources).  
● _Closing Mindfulness Activity.  
 
I. SESSION-BY-SESSION ASSIGNMENTS (to be completed by date listed)  
The guideline for writing about practice is to complete these sentence stems for each 
entry. Suggestions for weekly practices will be given out at each class session:  
Today my practice was…  
I noticed that…  
What I observed in myself and others was… 
  
(1) Wednesday, September 14, 2016: 3:45-6:00 p.m. – 1st Meeting  
No assignments due. 
 
(2) Saturday, September 24, 2016: 8:30 a.m. – 3:30 p.m.  
All-Day Retreat.  
 
(3) Wednesday, October 19, 2016: 3:45-6:00 p.m. – 2nd Meeting  
SB Manual, Introduction, Chapters 1 & 3  
Mindful Education, pp. 3-40 or You Are Here, pp. 1-20  
Log Books 3 days/week writing about practice  
 
(4) Wednesday, November 16, 2016: 3:45-6:00 p.m. – 3rd Meeting  
SB Manual, Chapter 4  
Mindful Education, pp. 41-88 or You Are Here, pp. 21-40  
Log books 3 days/week writing about practice  
Graduate Credit Students: PAPER & 5 LOG BOOK ENTRIES DUE  
Personal Mindfulness paper due (2-3 pages)  
5 Entries copied from your practice log books (name & date at top)  
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(5) Wednesday, December 14, 2016: 3:45-6:00 p.m. – 4th Meeting  
SB Manual, Appendix C  
Mindful Education, pp. 89-138 or You Are Here pp. 41-60  
Log books 4 days/week writing about practice  
 
(6) Wednesday, January 11, 2017: 3:45-6:00 p.m. – 5th Meeting  
SB Manual, Pick one activity each week to do with your class OR to try with your 
colleagues  
Mindful Education, pp. 139-179 or You Are Here pp. 61-80  
Log books 4 days/week writing about practice  
 
(7) Wednesday, Feb. 8, 2017: 3:45-6:00 p.m. -- 6th Meeting  
SB Manual, Choose a theme from Appendix C Focus activities or personal ways of being 
to support the theme  
Mindful Education, pp. 179-207 or You Are Here pp. 81-100  
Log books 5 days/week writing about practice  
Graduate Credit Students: PAPER & 5 LOG BOOK ENTRIES DUE  
Professional Mindfulness paper due (2-3 pages)  
5 Entries copied from your practice log books (name & date at top)  
 
(8) Wednesday, March 8, 2017: 3:45-6:00 p.m. – 7th Meeting  
SB Manual, Pick one activity each week to do with your class OR to try with your 
colleagues  
Mindful Education, pp. 208-260 or You Are Here pp 101-120  
Log books 5 days/week writing about practice  
 
(9) Saturday, March 25, 2017: 9:15 a.m. – 7:30 p.m.  
All-Day Retreat.  
 
(10) Wednesday, April 19, 2017: 3:45-6:00 p.m. – 8th Meeting  
Mindful Education, pp. 208-260 or You Are Here pp 121-133 (end)  
Log books 6 days/week writing about practice  
Graduate Credit Students: PAPER & COMPLETE LOG BOOK DUE  
Pre-approved Project of Choice  
5 Entries copied from your practice log books (name & date at top) 
  
(11) Wednesday, May 10, 2017: 3:45-6:00 p.m. – 9th Meeting  
Mindful Education, pp. 261-291  
Log books 6 days/week writing about practice  
Total Contact Hours (45 HOURS)  
New or Ongoing Group Sessions = 27.75 hours  
September and March retreat training events = 17.25 hour 
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Mindfulness Based Practices for Educators: Level II 
 
Fall 2017 - Spring 2018  
(Year-Long Course)  
NOTE: All those taking this program for graduate credit should direct their assignment-
related questions to instructors X and X (names removed for anonymity). All other 
questions pertaining to the program should be directed to the Jackson Wellness 
Coordinator.  
 
COURSE SYLLABUS  
A. DESCRIPTION AND RATIONALE  
This course is designed to build on the principles learned in Mindfulness for Educators 
Level I, which was designed for individuals working within the educational system to 
learn and utilize various stress reduction and management skills that will benefit them 
and those they work with. In this Level II course, participants will deepen their 
understanding of how to use mindfulness to improve individual and classroom-wide and 
office space outcomes, and will also broaden their use of mindfulness principles to 
address more systemic challenges within a school system such as toxic stress and bias, as 
well as clarifying educational and professional values and developing tools to incorporate 
these more authentically and effectively.  
 
The course will include mindfulness-based strategies to respond more effectively in the 
moment, navigate and manage more difficult emotions in the classroom setting, and 
develop skills to move beyond just relaxation and into self-awareness and effective self-
management. Sharing, demos, and practical applications will be included. Course projects 
will involve concrete ways to implement classroom and self-development applications.  
 
The rationale for this course is based on the need to counteract the high levels of 
psychosocial stress in schools today. As the holders of students’ emotional lives and as 
the receivers of societal and familial stressors, schools are under pressure to provide more 
and more effective education in a highly challenged and stressed society.  
 
B. ORGANIZATION  
Much of the course is organized around readings and reflective writings practices, for 
personal use and classroom application. The course will also utilize guest presenters. 
Participants are required to attend 9 monthly meetings, a full-day fall retreat, and a full-
day spring retreat.  
 
C. COURSE OBJECTIVES  
1. To learn and utilize the following:  
○ mindfulness-based practices  
○ social-emotional development skills  
○ self-care practices  
○ mindful movement  
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2. To increase understanding of neuroscience research that supports the above content 
and practices  
3. To apply mindfulness skills to personal, professional, and classroom environments  
4. To understand bias and the relationship between mindfulness and mitigating the 
negative impacts of bias.  
 
D. COURSE TOPICS  
1. Sensory Awareness  
2. Emotional Regulation  
3. Attention, Focus and Concentration  
4. Social Connections  
5. Body-Mind Integration  
 
RESOURCES (Required and Recommended)  
Required Texts:  
● _Siegel, D. The Mindful Brain: Reflection and Attunement in the Cultivation of Well-
Being. New York: W.W. Norton & Company, 2007.  
● _Kaiser Greenland, S. The Mindful Child: How to Help Your Kid Manage Stress and 
Become Happier, Kinder, and More Compassionate. New York: Free Press, 2010  
 
F. COURSE REQUIRED ASSIGNMENTS  
1) Regular attendance and participation in all class sessions (20.25 hours), Fall Retreat 
and Spring Retreat. (17.25 hours) Missed classes must be made up at the discretion of the 
instructors.  
2) Work towards a daily 10-15 minute mindfulness practice, does not have to be formal 
seated practice (options to be discussed in class).  
3) Complete required readings and prepare for dialogue on dates noted.  
4) Use of a journal to document personal and professional applications of mindfulness 
into everyday life (7.5 hours).  
4) Submission of a personal growth paper on use of mindfulness skills for yourself in 
your personal life (2-3 pages) – Due November 2017.  
5) Submission of a professional growth paper on using mindfulness in the classroom or 
workplace (if not teaching) to improve your professional experience (2-3 pages) – Due 
February 2018.  
6) Submission Project of Choice (POC): Participants are to design a project of their own 
choosing obtaining approval of the instructors by March 13, 2018. Submit pre-approved 
POC -- Due April 2018.  
 
Project examples include but are not limited to the following:  
● _Reflective paper on a book or articles (5) that support your mindfulness practice.  
● _Review of mindfulness literature.  
● _Review of clinical research in the field of mindfulness.  
● _Develop a plan to implement mindfulness in your school over the next year.  
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● _Develop lesson plans to use mindfulness over a four-week period.  
● _Expand your thinking. What excites and inspires you?  
 
G. GRADING (for SMC Graduate Credit only)  
1) Attendance and preparation for participation (readings) at all monthly group meetings 
(or make-up of missed meetings): 33.3% (20.25 hours)  
2) Attendance and participation in mindfulness training at Fall and Spring Retreats (or 
make-up of missed hours): 33.3% (17.25 hours)  
3) Completion of papers: 33.3%  
 
H. MONTHLY PROGRAM FORMAT MAY INCLUDE:  
● _Opening mindfulness activity.  
● _Housekeeping: questions regarding homework, classroom or workplace applications.  
o_ _(First session: pre-program assessment measures will occur here.)  
o_ _(Final session: post-program assessment measures will occur here.)  
● _Check-in (reviewing names, highs and lows, personal and professional practice)  
● _Mindful movement (body-mind integration).  
● _Mindfulness and/or self-care practice (concentration, open awareness, body scan, 
sensory awareness, journaling, use of arts for relaxation and expression, etc.).  
● _Classroom and/or Workplace Application (demos, handouts, resources).  
● _Closing Mindfulness Activity.  
 
I. SESSION-BY-SESSION ASSIGNMENTS (to be completed by date listed)  
(1) Tuesday, September 19th 2017: 3:45-6:00 p.m. – 1st Meeting  
No assignments due.  
 
(2) Saturday, October 7th 2017: 8:30 a.m. – 3:30 p.m.  
All-Day Retreat.  
 
(3) Tuesday, October 24th 2017: 3:45-6:00 p.m. – 2nd Meeting  
Selected readings:  
http://www.ahaparenting.com/blog/Change_Your_Child  
The Mindful Brain: Chapters 5 (Suffering and the Streams of Awareness pp. 68-88) and 7  
(Harnessing the Hub pp. 108-133)  
 
(4) Tuesday, November 28th 2017: 3:45-6:00 p.m. – 3rd Meeting  
Selected Reading: The Mindful Brain: Chapters 8 (Jettisoning Judgments pp. 134-163) 
and 9  
(Internal Attunement pp. 164-188)  
 
Graduate Credit Students: PAPER DUE  
Personal Mindfulness paper due (2-3 pages)  
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(5) Tuesday, December 19th 2017: 3:45-6:00 p.m. – 4th Meeting  
Selected Reading: Mindful Child: Chapter 5 Friendly Awareness pages 107-124  
 
(6) Tuesday, January 16th 2018: 3:45-6:00 p.m. – 5th Meeting  
Selected Reading: Mindful Child: Chapter 7 Emotional Freedom pages 153-171  
 
(7) Tuesday, February 13th 2018: 3:45-6:00 p.m. -- 6th Meeting  
Selected Reading: Mindful Child: Chapter 4 Refined Awareness pages 87-106  
Graduate Credit Students: PAPER DUE  
Professional Mindfulness paper due (2-3 pages) 
  
(8) Tuesday, March 13th 2018: 3:45-6:00 p.m. – 7th Meeting  
Selected Reading: The Mindful Brain: Chapters 11 (Flexibility of Feeling pp. 209-227) 
and 14 (Educating the Mind pp. 259-276)  
 
(9) Saturday, March 24th, 2017: 9:15 a.m. – 7:30 p.m.  
All-Day Retreat.  
 
(10) Tuesday, April 17th 2018: 3:45-6:00 p.m. – 8th Meeting  
Selected Reading: Mindful Child: Chapter 6 Sensory Awareness pages 125-151  
Graduate Credit Students: PROJECT DUE  
Pre-approved Project of Choice 
 
(11) Tuesday, May 15th 2018: 3:45-6:00 p.m. – 9th Meeting Selected Reading: 
Mindful Child: Epilogue: Beyond This Place There Be Dragons 205-206  
Total Contact Hours (45 HOURS)  
New or Ongoing Group Sessions = 27.75 hours  
September and March retreat training events = 17.25 hours 
 
Recommended Texts for Personal Mindfulness Practice  
● _Brach, Tara. Radical Acceptance. New York: Bantam, 2004.  
● _Chozen Bays, Jan, M.D. How to Train a Wild Elephant. Boston and London: 
Shambhala, 2011.  
● _Hanh, Thich Nhat. Fear: Essential Wisdom for Getting Through the Storm. San 
Francisco: HarperOne, 2014.  
● _Hanh, Thich Nhat. Mindful Movements: Ten Exercises for Well Being. Berkeley, CA: 
Parallax Press, 2008.  
● _Hanh, Thich Nhat. Planting Seeds: Practicing Mindfulness with Children. Berkeley, 
CA: Parallax Press, 2007.  
● _Kabat-Zinn, Jon. Mindfulness for Beginners: Reclaiming the Present Moment - and 
Your Life. Boulder, CO: Sounds True, 2012.  
● _Kabat-Zinn, Jon. Full Catastrophe Living: Using the Wisdom of Your Body and Mind 
to Face Stress, Pain and Illness. New York: Delta Trade Paperback, 1990, 2009.  
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● _Salzberg, Sharon. Real Happiness. New York: Workman Publishing, 2011.  
● _Tolle, Eckhart. Power of Now. Vancouver, British Columbia: Namaste Publishing, 
2004.  
 
Recommended Texts for Bringing Mindfulness to Students:  
● _Weaver, Laura, and Mark Wilding. The 5 Dimensions of Engaged Teaching: A 
Practical Guide for Educators. Bloomington, IN: Solution Tree Press, 2013.  
● _Kaiser Greenland, Susan. The Mindful Child. New York: Free Press, 2010.  
● _Lantieri, Linda, and Daniel Goleman. Building Emotional Intelligence: Techniques to 
Cultivate Inner Strength in Children. Boulder, CO: Sounds True, 2008.  
● _Johnson, Aostre N., and Marilyn Webb Neagley. Educating from the Heart: 
Theoretical and Practical Approaches to Transforming Education. Lanham, MD: 
Rowman & Littlefield Education, 2011.  
● _Snell, Eline. Sitting Still Like a Frog. Shambhala Publications, 2013.  
● _Thich Nhat Hanh and Chan Chau Nghiem. Planting Seeds: Practicing Mindfulness 
with Children. Parallax Press, 2007.  
● _The Hawn Foundation. MindUp Curriculum (there are three versions out: K-2, 3-5, 
and 6-8). Scholastic Teaching Resources, 2011.  
 
Recommended CDs and Links  
● _Kabat-Zinn, Jon. Mindfulness for Beginners. Boulder, CO: Sounds True, 2012.  
● _Cassani, Sonia. Mindful Movement. Self-published, 2011.  
● _Urbanowski, Ferris. The Body Scan, Guided Meditation. Self-published, 2010.  
● _Quintiliani, Anthony. Mindful Happiness. http://mindfulhappiness.org/  
● _http://www.breathworks-mindfulness.org.uk/books-cds-dvds  
● _http://www.mindfulnesscds.com/ (Guided Mindfulness Meditation Practices with Jon 
Kabat-Zinn)  
 
Recommended Apps  
● Pause - Relaxation at your fingertips app  
● https://www.headspace.com/headspace-meditation-app  
● https://www.calm.com/  
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Appendix K  
Yoga Cards for Kids: Sample Exercises 
1. Sort Poses and Keywords 
Use the category color band on each card to help match the keyword and corresponding 
yoga pose. Then you can practice the poses associated with each keyword. Talk about 
your favorite pairs and which ones are easiest to remember. 
2. Create a Yoga Story Sequence 
Pick three to six yoga pose cards (with or without their matching keyword card). Then 
create a yoga pose sequence. You could make up a story or situation to go with the 
sequence. For example, Dancer + Tree + Eagle cards: you could pretend to be a fairy who 
goes to a ball in the trees and dances with an eagle.  
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3. Play a Yoga Pose Card Flip Game 
Place only the pose cards facedown together in a pile. One player flips over the top card, 
and everyone has to “strike a pose.” You could do this with pose cards, keywords cards, 
or the whole pack. 
 4. Play a Memory Game 
Place all the yoga cards upside down in rows. Take turns flipping up two cards at a time. 
If the player gets a yoga pose matched with its keyword, then that player keeps the pair. 
The game continues until all pairs have been matched up. 
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5. Guess the Yoga Pose 
Gather together a deck of keyword cards and place facedown. Each player takes a turn at 
selecting the top keyword card and has to guess the matching yoga pose. For example, if 
the player picks a “dog” card, he or she has to say or act out Downward-Facing Dog 
Pose. If the player can’t remember the matching yoga pose, then he or she can ask her 
friends for help. Repeat the process until each player has had a turn. 
6. Gather Theme Yoga Cards 
Choose one category of cards to gather together (ex. Travel, Earth, People, or Animals). 
Create a logical, safe yoga sequence with all or some of the yoga pose cards in that 
particular category. For example, in the Earth category, you might choose Seed + Flower 
+ Tree to create a flow sequence. 
7. Yoga Pose Charades 
Gather together a deck of only the pose cards and place them facedown. Each player 
takes a turn at selecting the top yoga pose card, without any other players seeing the card. 
The player demonstrates the pose on their selected card, and the rest of the children have 
to guess the name of the yoga pose. Repeat the process until each player has had a turn. 
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8. Brainstorm Keywords 
Gather together a deck of pose cards. Pick one yoga pose card at a time and brainstorm a 
list of other keywords that could represent that yoga pose. For example, Squat Pose could 
be a duck, monkey, frog, or ape. 
9. Create a Calming Sequence 
Using the entire Yoga Poses for Kids Cards deck, have each child come up with his or 
her very own signature yoga pose sequence (maybe three to five poses, depending on the 
age and needs of the child) that could be used to help calm their bodies and minds. Spend 
some time going over their sequence, ensuring that it’s easy for them to practice and 
remember the sequence. 
10. Play a Yoga Cards Dice Game 
How to play a dice yoga game with yoga cards for kids: 
• Grab a die from a board game you have at home. 
• Write the numbers 1 through 6 on sticky notes, one note for each number. I wrote 
both the numeral and the number symbol found on dice. Have your child pick out 
6 yoga pose cards from the deck. 
• Stick a number note on each yoga pose card. I put the yoga poses in a logical yoga 
flow with standing poses first, followed by floor poses, and resting poses. 
• Roll the die and practice the yoga pose associated with that number. 
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• You could use a large die if working with a large group of kids. This simple dice 
yoga game would be great to bring traveling with you because all you need is a 
set of dice and yoga cards. Your child can easily change up the game by simply 
sticking the numbered sticky notes on different cards. 
11. Play a Yoga Poses Card Game 
How to play a yoga poses card game: 
• Sit on the floor, facing each other, and deal five cards to each player. 
• Each player takes a turn flipping over one card from his or her own row of cards. 
• The player who flips over the card showing the child in a pose becomes the 
“owner” of that card. Once the keyword match for the pose card is flipped over, 
all the players do the pose and hold it for ten seconds. The player who flipped the 
matching card hands it over to the “owner” of the pose card, and the game 
continues until all the cards are “owned.” 
• Each player should always have at least five cards. Each time a pair is found, the 
player who hands over the matching card draws another card from the deck. 
• If you have both flipped over all of your cards without finding a matching pair, 
then take turns drawing from the deck. The player with the most pairs wins. 
12. Play Yoga BINGO. 
Download thirty Yoga BINGO cards that have the twenty-five yoga poses from our Yoga 
Poses for Kids Cards (Deck One) or customize your own. 
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13. Play a Yoga Pose Memory Game 
Here’s how we played the Yoga Pose Memory Game: 
• The first person does a yoga pose (or you can pick a yoga pose from a Yoga Pose 
Card Deck). 
• The second person does that first pose and then adds another yoga pose to the 
sequence. 
• The first person then does the first two poses and adds another pose. 
• Play continues as long as you like! 
14. Play a Yoga Pose Spinner Game 
The other day, my daughter and I were looking for something fun and active to do 
indoors on a rainy afternoon. We got out her fidget spinner and a deck of yoga cards and 
played a yoga pose spinner game. It was super fun! 
How to Play a Yoga Pose Spinner Game: 
• Grab a deck of yoga pose cards. 
• Place a Post-it note under one corner of a fidget spinner to act as a pointer. 
• Pick out six yoga pose cards and arrange them in a circle around the spinner. You 
might want to use Blu Tack or something similar on the bottom of the spinner to 
make sure it doesn’t spin away. 
• Spin the spinner and then practice the pose that the pointer lands on. 
• You can change the pose cards after a few rounds and play again! 
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